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Abstract
The reproduction of white supremacist culture in schools continues to marginalize Students of
Color in a variety of implicit, explicit, and systemic ways. As teachers are the one of the key
arbiters of school culture, teacher education presents itself as a vital locus in need of critical
inquiry and radical change. A diverse teacher workforce not only helps to disrupt the direct effects
of racism on Students of Color, but also prepares all students for successful democratic
participation in a diverse global society (Sleeter, 2011). This study of teacher education examines
the teacher demographic diversity gap within a College of Education in the southwestern United
States, and adds to the literature on teacher licensure attainment for undergraduate Preservice
Teachers of Color. The theoretical frameworks of Critical Race Theory and Culturally Relevant
Critical Teacher Care are used as lens to center the assets, needs, and experiences of
undergraduate Preservice Teachers of Color. The methodology is based on Critical Race
Transformative Convergent Mixed Methods analysis, focusing on two overarching and connected
purposes: 1) explore how undergraduate Preservice Teachers of Color experience teacher
education coursework and define teacher care; 2) examine how teacher educators understand and
practice Culturally Relevant Critical Teacher Care. Preservice Teachers of Color (n=8) and
Teacher Educators (n=4) were interviewed. Survey data was also collected from undergraduate
preservice teachers of all races within the COE (n=195). The findings and results revealed that
lack of relationality and lack of political clarity prevent teacher educators from meeting the needs
of undergraduate Preservice Teachers of Color in ways most relevant to their experiences and
backgrounds. The findings also revealed how institutional policies and procedures in the COE
present barriers to actions needed to bring systemic change.
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The classroom, with all its limitations, remains a location of possibility. In that field of
possibility we have the opportunity to labor for freedom, to demand of ourselves and our
comrades an openness of mind and heart that allows us to face reality even as we collectively
imagine ways to move beyond boundaries, to transgress. This is education as the practice of
freedom.
—bell hooks
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Chapter 1
It is not who you attend school with, but who controls the school you attend.
—Nikki Giovanni
This chapter outlines the rationale for a Critical Race Transformative Convergent Mixedmethods analysis of data collected from Preservice Teachers of Color and Teacher Educators
(TEs) within a College of Education’s (COE’s) traditional undergraduate teacher education
program. As a veteran teacher, emerging teacher education scholar, and ally in the fight for
social justice and educational equity, it is my hope that the findings in this dissertation study—in
some small way—might work to engender systemic change aimed at the disruption of
institutionalized racism hegemony. In an effort to achieve this potential, this study was designed
to examine how white supremacy and hierarchical culture continue to reproduce racial inequity,
marginalizing the assets and experiences of potential Teachers of Color whose funds of
knowledge and vocational passion for teaching are the key to the sustainable disruption of the
violence and trauma caused by our racialized schools.
Statement of the Problem: The Teacher Diversity Gap
A diverse teacher workforce benefits not only Students of Color through congruency in
teacher-student relationships, but also prepares all students for successful democratic and
economic participation in a diverse global society (Sleeter, 2011).
[This] should not be interpreted to mean that the goal is for every student to be taught by
a teacher of his same race…. [T]he goal is to build a diverse teacher workforce so that all
students interact regularly with teachers of their own and different races and ethnicities.
(Putman, Hansen, Walsh, & Quintero, 2016, p. 1)
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Arguments for diversifying the teacher workforce are supported by past theoretical and
empirical research (Fox, 2015; Goldhaber, Theobald, & Tien, 2015; Tzu-Ling Lai, 2015). The
empirical literature identifies three key ways in which cultural congruence between teachers and
students benefits Students of Color: a) higher student-achievement and a resulting narrowing of
the achievement gap (Dee, 2004; Egalite, Kisida, & Winters, 2015; Goldhaber & Hansen, 2010);
b) Teachers of Color tend to have higher expectations for Students of Color, assigning them
more often to gifted programs and more effectively engaging them in class activities than do
white teachers (Dee, 2005; Fox, 2015; Gershenson, Holt, & Papageorge, 2016; McGrady &
Reynolds, 2013); and c) Teachers of Color are less likely to view their behavior as disruptive or
inappropriate, thus reducing the number of behavior referrals, suspensions, and absences for
Students of Color (Holt & Gershenson, 2017). The empirical evidence from these studies
supports the need for a Critical stance within to teacher education research that might disrupt the
status quo and seek ways to center culturally relevant and responsive approaches within teacher
education to potentially transform COEs to become more critically reflex and intentionally antiracist, rather than centers for the reproduction of marginalizing hierarchy, authoritarianism, and
whiteness (Aronowitz & Giroux, 2000; Anyon, 1997; Irizarry, 2007; Scheper, 2017).
Public school Students of Color overall now make up slightly more than 50% of all
school enrollment; yet, our teacher workforce is more than 80% white and female (Bitterman,
Gray, & Goldring, 2013; NCES, 2014). Putman, Hansen, Walsh, and Quintero (2016) refer to
this as “the teacher diversity gap.” Empirical research suggests that the lack of a diverse teacher
workforce contributes to the achievement gap as well as other poor educational outcomes
(Sleeter & Milner, 2011). Scholars also point to this diversity gap when explaining why urban
schools experience the highest rates of teacher attrition, which leads to a revolving door of
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inexperienced teachers serving a vulnerable and disenfranchised population (Darling-Hammond,
2010; Ingersoll & Merrill, 2010; Podolsky, Kini, Bishop & Darling-Hammond, 2016).
Thus, seeking to diversify the teacher workforce potentially results in numerous benefits.
Scholars have found that when there is a race-match or “culture synchronicity” (Villegas &
Irvine, 2010, p. 178) between students and teachers, Students of Color tend to have higher levels
of achievement (Clewell, Puma, & McKay, 2005; Dee, 2004, 2005; Irvine, 2003; Villegas &
Irvine, 2010), thus, narrowing the achievement gap. A recent study done across two state
contexts also found that Students of Color who have just one or more racially matched teacher in
elementary school are more likely to attend college (Gershenson, Hart, Hyman, Lindsay, &
Papageorge, 2018). Additionally, studies show that Teachers of Color are beneficial for white
students as well: “ongoing interactions with [Teachers of Color] give white students
opportunities to dispel myths of racial inferiority they might have internalized about [P]eople of
[C]olor from their socialization outside schools” (Villegas & Irvine, 2010, p. 177). This
scholarship demonstrates that addressing the teacher diversity gap has the potential not only to
directly address the achievement gap, but also to potentially mitigate issues of racism and
inequity in our democracy that result from a dominant culture still rooted in white supremacy
(Matias & DiAngelo, 2013).
Even in the face of scholarship demonstrating the benefits of a diverse teacher workforce,
little progress has been made that substantially addresses the complexities of the teacher
diversity gap (Putman, et al., 2016). Neal, Sleeter, and Kumashiro (2015) point out that
responses to the teacher diversity gap fall into two categories. The first involves scholarship on
preparing white female teachers to teach marginalized populations of students who are
substantially unlike themselves using culturally relevant and responsive approaches (Boggess,
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2010; Chubbuck, 2010; Gay, 2010; Hammond, 2015; Ladson-Billings, 2014; Lazar & Sharma,
2016; Rhodes, 2013; Valenzuela, 1999; Whipp, 2013). While this work is important, it is not
enough. The second area, examinations of how the system reifies racism and works to prevent
persistence to licensure for People of Color, receives far less attention. Perhaps that is so because
it requires rigorous critical introspection on the part of teacher educators and scholars and COE
administrators. This would force us to acknowledge the white supremacist hegemonic culture
systemically embedded in higher education. White supremacy works to protect itself, to protect
the power status quo; thus, challenging that power naturally puts at risk individuals who are
seeking to remain within its institution as faculty and administrators. Critical scholarship
suggests that we must embrace an ethic of risk if we are to enact change within hegemonic
institutions (Crenshaw, 2011; Fasching-Varner, 2009; Welch, 1990). What research on
institutional barriers has been completed to date indicates a need for radical change within COEs
that must begin by centering issues of race and racism with political clarity if we are to disrupt
the policies and practices that continue to perpetuate the teacher diversity gap (Brown, 2014;
Clewell & Villegas, 1999; Mensah & Jackson, 2018; Sleeter & Milner, 2011; Stewart, 2017).
The teacher pipeline: Undergraduate degree attainment. This study in teacher
education examines the teacher diversity gap at a key point at which Students of Color exit the
“teacher pipeline:” during undergraduate education coursework (Putman, et al., 2016). This
focus sought to enable the development of future studies that hopefully inform and encourage
TEs and scholars and COE administrators to reconsider hegemonic assumptions, resist deficit
narratives, and reframe teacher education policy and practice within COEs in support of Student
of Color persistence towards degree attainment and teacher licensure.
Operational Definitions
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People of Color. This dissertation uses the terms “People of Color,” “Students of Color,”
“Preservice Teachers of Color,” and “Faculty of Color” to represent persons who identify as a
marginalized group due to their ethnicity or race. While the suffix “of Color” is imperfect and
tends to diminish the diversity within the populations of people in our country who do not
identify as white (Moses, 2016), it is used here to indicate a group of people who have some
shared experiences of identity and of racism due to the marginalizing effects of white privilege
and white supremacy. Additionally, I have chosen not to use an abbreviation for this
terminology. In order to adhere to the philosophy of political clarity (Hambacher & Bondy,
2016) and conscientization (Freire, 2007), it is important to me that I avoid the dehumanizing
effect and deficit nature of using acronyms when referencing people who already experience
dehumanization in our society. However, please note that because the primary focus of this study
is undergraduate students, term “Preservice Teachers of Color” is used interchangeably with the
term “Students of Color.” When there is a need to differentiate between college students and
PK12 students, that is done by explicitly referencing the PK12 context.
Black. This dissertation uses the term “Black” to refer to people who identify as African
Americans or as Black Americans. The three terms will be used interchangeably throughout the
study to support the multiple lens through which African Americans construct their identity,
connect to their cultural roots, and claim community ties. The use of the term refers explicitly to
a cultural reference, not to a skin color (Pitner, 2014; Tharps, 2014).
Latinx. This dissertation uses the term “Latinx” to represent persons who identify as
being descended from indigenous peoples of Mexico, Central America, or South America. The
use of the “x” rather than the dual Latina/Latino assignation grew out of the queer community as
a way to seek freedom from gendered, hyper-masculine language. While this term remains
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imperfect, and is not embraced by all those who identify as part of a Latin American diaspora,
the term recognizes the intersectionality and power structure of language and identity (de Onís,
2017).
white supremacy. Matias and DiAngelo (2013) argue that white people’s reactions to
discussions of race with defensive anger is a result of being insulated from race-based stress that
is encountered regularly by People of Color. Kegler (2016) points out that terms such as “white
fragility” and “white privilege” work to reduce the stress that white people have discussing
racism and white supremacy. The term “white supremacy” has come to mean only the most
extreme, violent, and transparent forms of racism. The use of the term is often employed only to
individualized acts of violence, further removing “well-intentioned” white people from
complicity and responsibility. This distancing our language from the reality of everyday
experience of People Color in a white supremacist culture is yet another way we erase and
exempt ourselves from complicity as white people. I employ the use of this term throughout the
paper as a way to speak truth in the face of hegemony. As a white person, I am complicit in
reproducing our white supremacist culture. It is only when we face and understand the
complexity and connections between our everyday interactions and use of language that we also
become allies in the fight to disrupt white supremacy. Denotatively, I use the term to represent
the holistic hegemonic umbrella of white culture, within which white fragility and white
privilege play a part. Additionally, “white” has been purposefully made lowercase throughout the
dissertation to linguistically and stylistically disrupt and decenter whiteness and white
supremacy.
Statement of Purpose
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This study seeks to address the teacher diversity gap at a critical point: college degree and
teacher licensure attainment for undergraduate Preservice Teachers of Color. Using a macro-lens
of Critical Race Theory, I sought to document a more complex understanding of the experiences
of Preservice Teachers of Color within a COE at a public university named as one of the most
diverse institutions in the United States. The study also examined the practices and perspectives
of teacher educators (TEs) in the same program in order to better understand how we as TEs
might improve our practice using the tenets of Culturally Relevant Critical Teacher Care
(CRCTC). The empirical intention of this research was to examine CRCTC in preservice teacher
education coursework using Critical Race Transformative Convergent Mixed-Methods
(CRTCMM) analysis both qualitative and quantitative data, including survey data from across
the College of Education, from a hybrid traditional (Eurocentric) and critical (situated context)
inquiry approach known as “QuantCrit” (Garcia, López, & Vélez, 2018; Sablan, 2018). Working
from Kinchloe and McClaren’s (2002) conceptualization of critical academic work and from the
work of quantitative criticalists (Stage, 2007), I engage CRTCMM herein with these
understandings: a) that both qualitative and quantitative educational inquiry should be used to
reveal persistent and pervasive sociohistorical relations of power that create and perpetuate
systemic inequities in educational experiences; and b) that so-called facts embody embedded
heteronormative and Eurocentric privileged values and, in so doing, operate against the interests
of those who experience marginalization, which maintains race, class, and gender oppression in
an on-going reproductive cycle (Zuberi & Bonilla-Silva, 2008).
The study aimed to serve two overarching and connected purposes: a) explore how
undergraduate Preservice Teachers of Color experience CRCTC in teacher education
coursework; b) examine how TEs understand and enact CRCTC. Given the complexity of
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cultural interaction and the reciprocal experiences of teaching and learning, these two larger
purposes require disaggregation into subtopics.
Experiences of Preservice Teachers of Color. Using a CRT lens, the study sought to
understand the experiences of Preservice Teachers of Color through three sub-topics. First, the
study explored what aspects of critical care and relationality the Preservice Teachers of Color
have experienced as well as what they perceived as most useful in supporting their goals and
growth as developing teachers. Second, the study documented the experiences of implicit bias
and microaggressions during their program. Third, the study sought to explore how their
resilience and persistence in previous educative experiences affected how they navigated their
current coursework.
Practices of TEs. White supremacy in educational research and scholarship often means
that the premise of most studies flow from a deficit narrative, framed as the explorations of
failures of Students of Color to perform academically, or perhaps more diplomatically, as the
examinations of cultural differences or traumas inflicted from socioeconomic hardship that
prevent Students of Color from assimilating (Comber & Kamler, 2004; Gorski, 2011). White
supremacy precludes examination of the systemic reasons our educational systems fail to educate
and serve Communities of Color in the ways most meaningful to them. In short, the typical
Eurocentric scholarship lays the need for change at the feet of those who are most marginalized
and least powerful within the current hegemony. In order to attempt to disrupt this, I seek to
analyze the perceptions TEs have of their practice with a focus on how we must change our
practice to center the assets and needs of Students of Color. This was done through a focus on
two sub-topics: (a) analysis of the extent to which TEs currently employ critical care and
culturally responsive teaching as well as how they believe they might enact it, if at all; (b)
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examination of how the effects of institutional hegemony might affect the instructional and
relational choices of TEs in ways that create barriers for the adoption of critical care and cultural
responsivity.
The goal in applying this two-prong approach was to be able to directly focus the
findings of the experiences of Students of Color on how we, as TEs, must transform our practice
in order to the disrupt the hegemony on which it was initially built. The purpose of the study was
to not only to explore how to retain more students from marginalized communities on a pathway
to the career of teaching, but also to reveal the explicit evidence of white supremacy and how
hegemony prevents even the most basic movement toward systemic change. I have no illusions
that one dissertation study might achieve all these things; however, if I am committed to not only
the study of but also the praxis needed for social justice, I must proceed with critical hope and
push toward actualizing anti-racist changes in teacher education within my praxis and alongside
other scholars, activists, and a=community members (Duncan-Andrade, 2009; Freire, 2007). As
a white teacher education scholar seeking to enact a Critical approach, it is necessary for me, in
each section and aspect of this dissertation, to remind myself and the readers how white
supremacy shows up in my practice and experiences specifically, as well as systemically within
this COE.
Theoretical Frameworks and Review of Key Topic Literature
The practice of love is the most powerful antidote to the politics of domination.
—bell hooks
Beginning with an explanation of the macro-theoretical framework of Critical Race
Theory (CRT), this section summarizes one CRT-based methodological framework and traces
the development of two additional theoretical frameworks that together provide a foundational
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web of connection critically centering the concepts of love and care as a radical and
revolutionary act, aimed at disrupting the status quo and the dominating cultural force of white
supremacy in teacher education (Jackson, Sealy-Ruiz, & Watson, 2014). This web additionally
works to fill a scholarly gap in the literature: the exploration of CRCTC pedagogical practice
within teacher preparation coursework. The relatively new CRCTC framework (Hambacher &
Bondy, 2016; Roberts, 2010) has not yet been used to closely examine TE practice within
institutions of higher education. Studies that have used elements of this framework (e.g.,
Culturally Responsive Teaching, Culturally Relevant Pedagogy) have focused the inquiry on
how preservice teachers develop and enact critical pedagogy; however, very few have focused
critical inquiry on how the pedagogy of TEs might affect the experiences and persistence of their
current students: preservice teachers.
Macro-theoretical lens: Critical race theory. This study was designed and employed
with the macro-theoretical lens of CRT. Its long history as both a theoretical and advocacy
centered roadmap to disrupt racial injustice makes CRT ideally situated as an overarching frame
for this study within teacher education (Brown, 2014; Crenshaw, 2011; Dixson & Rousseau,
2006). The historical development of CRT makes it particularly appropriate: a) CRT grew out of
a demands from a growing population of Students of Color at Harvard Law School in the early
1980s to diversify both their faculty and the curriculum; b) the resulting discord among Students
of Color and white administrators and faculty over racial identity, political clarity, hierarchy, and
educational access in higher education reflects exactly the same issues still present in the
ongoing movement for racial justice today (Crenshaw, 2011). Recognizing this history reinforces
the need to center issues of racial justice in higher education not only to diversify the PK12
teaching workforce, but also to examine at how systemic racism and hierarchy continue to
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marginalize diverse populations of students, especially—even if ironically—within the most
diverse institutions in our nation. The framework of CRT claims interdisciplinary advocacy and
attention to systemic policy as a key part of the effort to enact racial justice and disrupt
institutionalized racism simultaneously across multiple disciplines (Brown, 2014; Dixson &
Rousseau, 2006).
The theoretical work and praxis of critical education scholars Dixson & Rousseau (2006),
Ladson-Billings and Tate (1995b), Solórzano and Bernal (2001), and Solórzano and Yosso
(2002) helped to develop and refine the following five tenets of CRT that are widely used by
contemporary critical education scholars:
1. The centricity of race and racism and the intersections of other forms of
oppression.
2. A challenge to dominant ideology.
3. A commitment to social justice framework.
4. The centricity of experiential knowledge.
5. An interdisciplinary perspective. (Garcia & Mayorga, 2018, p. 239-240)
The CRT concept of “interest convergence” was used to specifically frame my identity as
a white female researcher and TE not only individually, but also as well as to look at ways in
which the policies and procedures in this COE mostly benefit those currently in power as well as
reify current hegemonic structures. Interest convergence occurs when white allyship reifies white
supremacy by only conditionally supporting those anti-racism efforts that converge with and
perpetuate white privilege (Crenshaw, Gotanda, Peller, & Thomas, 1997; Delgado, 2000).
Fasching-Varner (2009) explains interest convergence to be an underpinning of a “restrictive
view of anti-discrimination” which (falsely) posits “that discriminatory acts take place in
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isolation, targeted at individuals” (p. 822) and thus that they do not merit engagement by whites
since there is little convergence of interests in addressing individual acts of racism (Neal, et al.,
2015; Crenshaw, 1995). I must remain vigilant to, and critical of, the ways in which my own
whiteness, and the privileges and perspectives granted to me through that identity, has led to my
personal success within an educational system built upon white supremacy (Fasching-Varner,
2009).
Framing race in this dissertation needs move beyond simple discussions of individual acts
of racism and larger overarching problems of institutionalized problems. In order to maintain
authentic critical praxis, this study must also be critically self-reflexive. I must reveal how my
own academic goals are furthered through this dissertation topic, which is likely to mostly
benefit me, a white person, thereby adding to the preponderance of white scholarship born on the
backs of People of Color (see Vasquez, 2015). In other words, even when purposefully choosing
an anti-racist stance, I do so using the voices and experiences of People of Color who will likely
gain far less benefit from this work than I will.
This scholarship, in order to be truly critical and of any use to advancing anti-racism for
the benefit of Students of Color, should focus a critical lens not only on analysis but also on the
analyst, which Zuberi and Bonnlla-Silva (2008) assert is essential in disrupting the effects of
white logic and white methodologies. Therefore, in this study, I have used the following three
CRT tenets as the primary lens that guided the study: a) racism as central to the intersection of all
forms of oppression, b) the centricity of experiential knowledge, and c) the problem of interest
convergence. This lens reminds me, as a white researcher, to focus a macro lens on issues of
policy and practice and when analyzing and discussing the findings of my research, rather than
focusing solely on individual racist experiences and microaggressions. While, cumulatively,
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individual experiences paint a picture of the current climate and culture of the department,
without considering the larger implications of policy and resource allocation, the racialized
climate of higher education is unlikely to be changed.
Critical race transformative convergent mixed methods. The Critical Race
Transformative Convergent Mixed Methods (CRTCMM) framework recently emerged from the
efforts of Garcia and Mayorga (2018) to shine light on the weaknesses of current critical mixed
method analyses in the field of education to date. They rely on the work of critical sociologists
and CRT education scholars alongside a review of critical race quantitative approaches and
Quantitative Criticalism, or QunatCrit, to conclude that “we cannot simply assume, that because
we are using a critical framework, that its methods support our frameworks” (Garcia & Mayorga,
2018, p. 237). The CRTCMM is a methodological framework that seeks to disrupt hegemonic
educational research practices through acknowledging the racialized systems of power and
oppression that have shaped the field of social science research and education in particular. The
authors of this framework argue that a critical framework must also be applied to the collection
and integration of data sets in order to truly critique and potentially disrupt the reification of
white supremacy in research methods (Garcia & Mayorga, 2018). It is important to note that this
framework was adopted prior to the analysis of quantitative data but after the original design of
the survey instruments and after the collection of the quantitative data. Chapter Three of this
dissertation will explore the framework in greater detail and articulate how it has been
specifically used to critically investigate the analyst as well as the analysis of data (Garcia &
Mayorga, 2018). Chapter Five discusses how the collection and analysis of the existing the
quantitative data and integration might be improved future studies through critical consideration
of identity categories.
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Culturally relevant critical teacher care. The framework of CRCTC guided the design
of this study, the development of the survey instruments, and the qualitative analysis of the
interview data in this study. It is a critical framework that centers sociopolitical power structures
and the effects of oppression using the transformative power of care and radical love within a
teaching and learning context. This framework is used to understand how the system of teacher
education is experienced by the individual participants in this study; thus, it works well in
concert with the macro-framework of CRT that provides the opportunity to view the data
additionally through a systemic and policy-based lens. The following sub-sections trace the
development of CRCTC that explains why it is ideally suited for use in this study.
Culturally relevant pedagogy. This framework is one that is a cornerstone of CRCTC.
The work of Ladson-Billings and Tate (1995) brought CRT to the field of education (Piper,
2015) through the framework of Culturally Relevant Pedagogy (CRP). This work centered the
experiences of marginalized children and called for the resistance of deficit narratives with a
renewed focus on culturally relevant ways that educators might lift-up Children of Color and
acknowledge how our racialized system of schooling is organized to reproduce white supremacy
while devaluing the cultural wealth of People of Color (Ladson-Billings, 2014). LadsonBillings’s (1995a, 1995b, 2014) theory of CRP was built upon this understanding. It demands a
pedagogy that simultaneously values the cultural wealth of Students of Color as subjective
“agents in the classroom worthy of both study and emulation,” maintains high expectations for
Students of Color, and also provides them with the tools that allow for critical questioning of
their sociopolitical context (Ladson-Billings, 2014, p. 76). In her own words, “Instead of asking
what was wrong with African American learners, I dared to ask what was right with these
students and what happened in the classrooms of teachers who seemed to experience pedagogical
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success with them” (p. 74). In the years since its development, this theory has been applied to
much scholarship within teacher education (Hollands, 2012; Nolan, 2015; Paris, 2012; Paris &
Alim, 2014; Powers & Duffy, 2016; Rhodes, 2013; Shevalier & McKenzie, 2012; Sleeter, 2011;
Waddell & Ukpokodu, 2012; Jackson, Sealy-Ruiz, & Watson, 2014). Recently, Ladson-Billings
(2014) has revisited CRP and explains that, as a result of the fluidity of education and culture,
she now embraces a new way of thinking about the original tenants of her theory. She cast this
revision as a "remix" of the original version, reminding us
Such revisions do not imply that the original was deficient; rather, they speak to the
changing and evolving needs of dynamic systems. Remixing is vital to innovation in art,
science, and pedagogy, and it is crucial that we are willing to remix what we created
and/or inherited. (Ladson-Billings, 2014, p. 76)
This perspective is affirmed by Kincheloe’s (2008) perspective that critical pedagogy is
in a constant state of evolution. In this “remix,” Ladson-Billings (2014) engages Paris’s (2012)
related theory Culturally Sustaining Pedagogy—which focuses more on the heterogeneous nature
of youth culture and the ways in which youth engagement with digital technology and media
increases the pace of inter-cultural exchange and an evolution of identity—and names herself as
“interlocutor” between them. Ladson-Billings (2014) takes this opportunity as “interlocutor” to
critique the ways in which scholars and practitioners have used, or misused, CRP in the time
since she developed the theory and it proliferated (p. 77). In particular, her critique focuses on
how the sociopolitical and current cultural contexts were absent from classrooms, that teachers
did not regularly bring “discussion of issues such as school choice, school closings, rising
incarceration rates, gun laws, or even everyday school climate questions…” (Ladson-Billings,
2014, p. 78). This critique is useful for scholarship on the examination of faculty instructional
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and relational decision-making as it pertains to college Student of Color persistence toward
teacher licensure. For instance, it begs the question: In what ways, if at all, do teacher education
faculty connect their pedagogy and in-class discussions/dialogue on sociopolitical concerns
relevant to marginalized students and the local community?
Culturally responsive teaching. The work of Ladson Billings (1995a, 1995b) is also
cornerstone of the foundation of Gay’s (2010) Culturally Responsive Teaching framework,
which has been used and documented across multiple empirical studies (Chubbuck, 2010;
Hammond, 2015; Irizarry, 2007; Irizarry & Donaldson, 2012; Rhodes, 2013; Siwatu, 2011;
Siwatu, Chestnut, Alejandro, & Young, 2016; Villegas, Strom, & Lucas, 2012; Whipp, 2013).
However, scholar-practitioners have critiqued this theory and its implementation. Hammond
(2015) argues “[t]oo often, culturally responsive teaching is promoted as a way to reduce
behavior problems or motivate students, while downplaying or ignoring its ability to support
rigorous cognitive development” (p. 16). While many studies have examined how preservice
teachers understand and enact the elements of Culturally Responsive Teaching (Chubbuck, 2010;
Rhodes, 2013; Siwatu, 2011; Siwatu, et al., 2016; Whipp, 2013), these studies rarely center the
systemic and institutionalized problems of racism, and instead focus on the application of these
theories as strategies employed by individual teachers. There is still significant overlap in the
constructs of CRCTC and Culturally Responsive teaching. In particular, I have used a survey
instruments from one such body of scholarship as a resource for the survey used in this study.
The Motivational Framework for Culturally Responsive Teaching (Ginsberg &
Wlodkowski, 2009; Wlodkowski, 2004) is a Culturally Responsive Teaching model for higher
education coursework. Rhodes (2013) used this framework to explore the needs of linguistically
marginalized students in higher education. The framework uses the tenets of inquiry, rigorous
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academic engagement, and a respect of diverse cultures. It is built upon the foundation of
culturally responsive teaching (Gay, 2010; Ginsberg & Wlodkowski, 2009; Hammond, 2015;
Wlodkowski, 2004). For the purposes of this study, the framework was used to develop
quantitative survey instrumentation. (See Appendix A for survey items from this framework used
in the study).
The historical development of critical theories of care in education. Care theory in
general has a long history in educational contexts and many empirical studies have suggested
there is a correlation between positive student outcomes and student perceptions that they are
“cared for” by teachers (Agne, 1999; Alder, 2002; Beauboeuf-Lafontant, 2002; Irvine, 2002;
Pishghadam, Naji Meidani, & Khajavy, 2015; Ware, 2006). Critical theories of care were
developed, in part, in response to Noddings’s (2005) identification of authentic versus academic
care, which can be described as a deeper “caring for” rather than a surface-level “caring about.”
In this ethic of care, Noddings (2005) emphasizes a care that recognizes and values the
subjective needs of students. This valuing of the subjective and an “authentic” caring makes it
clear how valuable the enactment of care might be for developing relationships with students in
general and with marginalized students in particular. While Noddings (2005) has in more recent
scholarship spoke to how care must be contextualized to individual students needs and that
power dynamics trouble the abilities of teachers to enact a reciprocal “authentic care,” her work
stops short of centering the socoicultural experiences of marginalized students particularly as
they relate to structural and institutional problems of white supremacy and power in American
education (Roberts, 2010; Whipp, 2013). Nor does it specifically engage the community cultural
wealth of Students of Color when discussing the development of caring relationships (Roberts,
2010; Watson, Sealy-Ruiz, Jackson, 2016; Yosso, 2005). This missing the aspect of Freirian
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(2007) conscientização, or conscientization, is vital to the resistance of white supremacy and
deficit narratives about Students of Color because it is a recognition of the “racialized contexts in
which students live and go to school” (Whipp, 2013, p. 455; Roberts, 2010; Rolón-Dow, 2005).
Watson, et al. (2016) argue that an asset-based and capacity-oriented approach to
teaching youth of color must be born out of deep respect and trusting relationships. Thus, the
construct of “care” becomes a vital aspect of culturally relevant and responsive pedagogy,
namely Culturally Relevant Care (CRC) (Watson, et al., 2016). They “position CRC as a form
of liberatory education marked by acts of reciprocal love (Jackson, Sealey-Ruiz, and Watson,
2014) and a mutual engagement in a process of reflection and action (Freire, 2007)” (Watson, et
al., 2016, p. 982). The application of the Freirean (2007) praxis is important to the concept of
CRC precisely because it incorporates the application of the sociocultural lens through a cycle of
critical reflection. It is exactly this aspect that Ladson-Billings (2014) mentioned is often left out
when educators implement CRP into their praxis and what is notably missing from Noddings
(2005) ethic of care among teachers and students. Additionally, applying the Freirean lens is a
reminder that the white-washed aspect of care that white teachers have historically shown when
speaking from a place of wanting to serve poor Black and Brown children reifies deficit
narratives and further subjugates youth of color (Gorski, 2011, 2014; Hambacher & Bondy,
2016). The enactment of CRC thus depends upon not only a relationship built on trust and
reciprocal understandings of social justice, but also on the imperative to value the brilliance and
potential of youth of color to bring substantive change to our communities through a demand for
equity and social justice (Acosta, 2013; Hambacher & Bondy, 2016; Jackson, et al., 2014).
Culturally relevant critical teacher care. The framework of CRCTC is a critical
theoretical perspective on care that has emerged not only out of and in resistance to a color-blind
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theory of authentic care identified in some PK12 settings (Roberts, 2010; Whipp, 2013;
Noddings, 2005), but also through empirical studies of exceptional teaching by AfricanAmerican teachers of African-American students (Beauboeuf-LaFontant, 2005, Irvine, 2002;
Ware, 2006). It reframes the notion of teacher-student care using a critical stance that centers the
sociopolitical experiences of students (Whipp, 2013; Roberts, 2010; Rolón-Dow, 2005; Watson,
et al., 2014). It problematizes traditional notions of teacher-student care by asking who is doing
the caring and how is it situated within the specific needs and experiences of those being “cared
for” (Wilder, 1999). Hambacher and Bondy’s (2016) recent review of studies used to develop
CRCTC identified the following aspects of exceptional teaching by African-American teachers
of African-American students produced positive students outcomes: “teachers insisted on highquality performance, worked closely with families, allowed for no wasted instructional time,
consistently communicated their belief in their students’ capacity, and, perhaps most importantly,
assumed responsibility for their students’ success” (p. 328).
Hambacher and Bondy (2016) identify three key ideological tenets of CRCTC that are
necessary for it to be enacted by educators “for whom it is not intuitive:” asset-based thinking,
political clarity, and critical hope (p. 329). Asset-based thinking draws together the work of
several critical scholars through the recognition of the intellectual, cultural, and socio-emotional
strengths of marginalized students. This includes Moll et al. (1992) work on Funds of
Knowledge, Yosso’s (2005) work on cultural capital, and is also supported by empirical studies
that suggest teacher focus on assets over deficits results in positive student outcomes (Comber, &
Kamler, 2004; Jackson, et al., 2014; Rios-Aguilar, 2010).
Political clarity is rooted in Freirean (1985; 2007) philosophy that recognizes the
reproduction of social injustice in education and therefore calls educators to work not only as an
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academic facilitator but also as an advocate for social justice alongside students (Bartolomé,
2009; Beauboeuf-LaFontant, 2002; Darder, 2015; Freire, 2007; Gorski, 2011, 2014; Hambacher
& Bondy, 2016). Critical hope is born out of the Freirean (2007) exigent call to change the
world through social justice activism (Darder, 2015; Hambacher & Bondy, 2016). DuncanAndrade (2009) enacts this in his scholarship and shares that is “an audacious hope” (p.191) that
does not turn away from the barriers and set-backs, a hope that refuses to give up because it is
inextricably linked to “a deep sense of responsibility for the collective well-being of humanity”
(Hambacher and Bondy, 2016, p. 330). Hambacher and Bondy (2016) identify that critical hope
is the necessary fuel for TEs who wish to practice CRCTC. Culturally Relevant Critical Teacher
Care—a theory born out of exceptional African-American teacher praxis—is therefore ideal for
critical scholarship examining teaching and learning within teacher education.
Thus far in the literature, CRCTC has primarily been studied in teacher-student
relationships in a PK12 setting, leaving a conspicuous gap in critical teacher education
scholarship. Given the problem and purpose of this study, it is meaningful to examine the ways
in which COE faculty might or might not demonstrate critical care—care that is responsive to the
racialized experiences of teaching and learning within higher education in the U.S.—alongside a
CRT framework that works to reveal systemic barriers. In comparison to an examination of TE
instructional and relational decision-making framed by CRCTC, an understanding of how
Students of Color experience the efforts of TEs to support them towards licensure is also
necessary.
CRCTC is particularly well-suited to this study because it speaks directly to the problem
of the teacher diversity gap via a meta-construct that unfolds across the spectrum of teaching and
learning: undergraduate experiences of teaching and learning framed to develop future teachers
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who will themselves institute reproductive cultural spheres of teaching in learning in PK12
classrooms. Much scholarship on public education in the U.S. reinforces the notion that schools
are centers of social reproduction (Anyon, 1981, 1995): thus, how teachers experience care and
support will likely affect the care they demonstrate for their future students. Given the
reproductive nature of sociocultural influences, it seems not only useful, but also7 vital to
explore the nature of CRCTC in this context. To truly address the problem of the teacher
diversity gap, Students of Color who are pursuing teaching need to not only stay in college and
become teachers, but also must develop the skills and dispositions needed for effective practice
needed to remain in the profession.
Scholarship on the foundational theories of CRCTC suggest that it is more than a set of
skills and strategies: it is enacted not only through emotional attentiveness and empathy on the
part of the instructor, but also through demanding rigorous engagement in the academic process
(Gay, 2010; Hammond, 2015; Ladson-Billings, 1995). In this study, I hope to examine both how
TEs might enact CRCTC in their instructional and relational decision-making during
undergraduate teacher education coursework, as well as how Students of Color experience
culturally relevant care and academic rigor during classes and dialogue with them about how
their experiences in courses hinder or motivate them to engage in the work of becoming an
effective teacher for a diverse student population.
Topic Rationale
The seeds of my love for teaching were planted first by a passion for the arts and then
nurtured through a commitment to social justice. Born into a white, working-class home with a
Vietnam-vet father and a mother who was a survivor of incest, my home culture was shaped by
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conflict and contrast but bound with much laughter. My parents persisted through the trauma of
rural poverty and built a home for us framed by plain-talk, loyalty, laughter, and love.
Growing up on the plains of North Dakota then in a rural area in Missouri, I am the first
in my family to attend and graduate from college (aside from a cousin who attended Catholic
seminary). Despite being raised in white normative culture in a mostly white community, having
parents who were labor union activists and devout Jesuit Catholics instilled in me a deep
commitment to equity, justice, and service.
My urge to push beyond the bounds of my small-town life, motivated me to attend
college, graduate school, and teach in both New York City and in Los Angeles, before landing in
my current urban Southwest community; thus, I have worked and lived in the midst of diversity
all of my adult life. While many in my life nudged me to teach, I didn’t feel the call until
graduate school, while volunteering as an artist-in-residence in New York City (NYC) public
school classrooms. I chose this pathway in no small part as a result of my formative experiences
in academic scholarship while pursuing an Master of Fine Arts in writing at Sarah Lawrence
College and also being mentored by Dr. Frances Mascia-Lees, a well-known cultural
anthropologist, who studied and wrote about post-modern feminism and encouraged my own
budding criticality. It was then—as a young woman of 22; living and working in one of the most
diverse cities in the world; newly introduced to theoretical understandings of culture, power, and
hegemony—that the universe insisted I confront both my own white privilege and our racialized
system of education.
Educated in the rural Midwest, I was unprepared for the vast inequity I witnessed in NYC
public schools. Some classes, only 45 minutes long, had more than 50 students in them.
Lecturing to rows of desks was the norm, with too few textbooks in most classes to assign any
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reading for home. At one middle school where I volunteered, the teacher-of-record I was
assigned to collaborate with was young, white, in her second year of teaching, and regularly
angry with her students and the school. About three weeks into my residency, during one of my
poetry writing lessons, a seventh grader pulled out a machete and laughed in a comic-book-badguy voice as he jumped on a desk and whipped it back and forth. The teacher stood behind her
desk shouting at him to sit down. When he jumped down and held the knife in front of another
student’s throat, the teacher ran from the room for help. By the time campus aids arrived, I had
talked the student into letting go of the girl he grabbed, but he was still laughing and waving the
knife. One of the two aids grabbed the knife easily from the boy. The boy shouted, “I was just
jokin’!” They led him out, each holding one of his arms. The teacher, red-faced with
embarrassment? anger? fear? asked me to continue my poetry lesson, and she went back to
grading.
On the subway ride home, I saw the boy laughing and joking with some of his friends at
the end of the car; I had a flash of fear and thought “I hope he doesn’t see me.” And then a
responding hot backlash of shame. This boy was 11-years-old. I was his teacher. It was
ridiculous that I should fear him, and so maddeningly unfair. Unfair and unacceptable that
teachers might look at him as an object to fear, rather than as a child to nurture. This was the
moment I first experienced, with clear eyes, part of the cyclical trauma inflicted by hegemonic
white supremacy, what it does to the children of this country within the spaces in which they
should feel most safe and cherished: schools. This was the moment I chose a career in education.
I began my teaching career in Los Angeles Unified School District (LAUSD) and
received my credential for a teaching certification program at University of California, Los
Angeles which was focused in social justice. Thus, I entered the classroom positioned to disrupt,
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question, and create new ways to enact liberatory teaching and learning. Given the development
of my teacher identity, I invited my students to join me on my path for social justice at every
opportunity. I have experienced many failures and many successes, all of which have sharpened
and confirmed my identity as a social justice educator. Over ten years in high school classrooms,
three years as a teach coach, and now three as a teacher educator, students and families have
taught me what it means to be a teacher and to be an ally in the cause to help liberatory education
flourish.
I made the decision to study teacher education because of my commitment to social
justice and my understanding of the complexity and reproductive nature of culture. We cannot
disrupt the white supremacy rooted in our culture if the majority of teachers teaching our
children at best cannot center and respond to the everyday assault and trauma of racism and, at
worst, refuse to acknowledge it even exists. Diversity in the teacher workforce is critical to the
disruption of white supremacy not only in our schools, but in our entire nation. I was very
fortunate to have several African American, Latinx, and white-ally mentors on my journey to
becoming a teacher. Every child should be the recipient of such cultural wealth in their learning
experiences. This is why I have focused my research in how teachers are educated and how the
current system of teacher education reproduces a colorblind approach to diversity at best, often
relegating it to one course, rather than acknowledging the reality of white supremacy in schools
and higher education and working at every turn to resist it in favor of liberation for all students.
This study has grown organically out of my own experiences of teaching and learning
over the last 15 years alongside my developing understanding of how methodology and
scholarship shape the work of TEs. I am drawn to, as well as concerned by, the circle of teaching
and learning influences, encourages, and/interrupts our understandings of the world through the
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preK-16 education process: when centered in love, inquiry, and humility it can be a be
revolutionary and emancipatory; when centered in dominance and assumptions, it is a dark and
oppressive wheel of reproduction. This study is my beginning effort as an emerging scholar
design a process of inquiry rooted in political clarity and critical hope (Duncan-Andrade, 2009;
Hambacher & Bondy, 2016).
Methodological Rationale
As a social justice oriented educator and writer by profession, my emerging scholarly
tendencies, unsurprisingly, lean toward the qualitative realm. Even though Greene and Hall
(2010) remind us that the terms “quantitative” and “qualitative” should not be used in exchange
for paradigms, in my experience as an emerging scholar, these terms are still used as shorthand
in academia for any number of assumptions, depending on which side of the “paradigm wars”
one might stand (Shannon-Baker, 2016, p. 320). I am philosophically drawn to Mixed-Methods
Research (MMR) precisely because it brings together two opposing paradigms, but not to garner
some mythical state where we can all come together and end racism, but because it offers the
opportunity to critically examine divergence and dissonance within a potentially transformativeemancipatory process (Freshwater & Fisher, 2015).
In my social justice work while a teacher in the school change movement in LAUSD, I
learned that valid and reliable quantitative data are integral to making persuasive arguments that
are necessary for liberatory change. Yet, I also was privy to the ways in which quantitative data
was used to silence, marginalize, and impede the efforts of communities to build communitybased schools from the ground up. I share these personal experiences as a social justice educator
and emerging critical scholar because they align with the sentiments and research-based
experiences of many mixed-methodologists whose work is framed under a critical paradigm
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(Freshwater & Fischer, 2015; Greene, 2008; Mertens, 2009, 2012). This methodology uniquely
attends to the racialized and deeply complex nature of educational contexts through its ability to
provide a “more complex understanding” than a single approach would use (Shannon-Baker,
2016, p. 321). According to Greene (2008) this method purposefully invites dialogue among
multiple perspectives and values the diversity of viewpoints from which we experience the
world. It can also be used to raise up marginalized voices and to offer contradiction to deficit
narratives (Mertens, 2009). This practice echoes the use of “counterstories” in critical
scholarship (Solórzano & Yosso, 2001; Milner & Howard, 2013; Neal, et al., 2015). In
particular, the recently developed design CRTCMM uses CRT as its primary foundational tenet.
Even before this particular critical methodology, critical scholars were employing MMR to
reveal divergences and disrupt hegemonic assumptions.
For example, Lazar & Sharma (2016) used MMR to dig deeply into the idea of deficit
narratives about marginalized students by looking at teacher candidate perceptions of
meritocracy and beliefs about the general efficacy of teachers to affect positive achievement
outcomes for Students of Color in urban communities. Participants were derived from two
semesters of a course required for all teacher candidates. An interesting element of data
collection involved participant self-analysis of their pre- and post-scores on the Learning to
Teach for Social Justice-Beliefs instrument. Their written reflection upon the self-analysis
became part of the qualitative data set, which the authors describe as the Self-Awareness of
Survey Responses (p. 129). This incorporation rich qualitative data generated by participants
examining the quantitative results is just one example of how MMR can offer unique ways to
enact critical analysis of data with participants.
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Bianco, Leech, and Mitchell (2011) undertook a “fully mixed concurrent equal status
design (Leech & Onwuegbuzie, 2009)” mixing qualitative and quantitative data at every stage of
the process (Bianco, Leech & Mitchell, 2011, p. 372). Even though the study had limitations in
the quantitative data (n=33), the study design represented an opportunity to bring together survey
data and use them as a tool to inform the interview guides and qualitative data analysis.
Additionally, the findings were consistent with other empirical studies on the problem of the
teacher diversity gap, but also presented new understandings for continued research of the
problem. Mixed methods design offers the opportunity to enact deep and rigorous research using
methodology valued by scholars across the paradigmatic spectrum through a critical scholarship
and anti-racism; therefore, it is the ideal methodology for a future study on preservice teacher of
color persistence.
Assumptions and Significance
This section articulates the assumptions underlying the study to help situate the choices I
made throughout the process. It also examines the significance of the study to teacher education
and critical scholarship. The limitations of the study are explained in Chapter Five: Discussion.
Assumptions. This study is based on a variety of assumptions. Primarily, it assumes that
white supremacy is a hegemonic cultural force in this country that deeply affects all individuals,
groups, and institutions from individual interactions, to group norms, to policy and law
(Crenshaw, 1995). Another assumption is that culture is reproductive, and that school is one of
the key spaces wherein the reproduction of culture takes place (Anyon, 1981). The results of
these two assumptions posits a third: the reproduction of white supremacy in schools
marginalizes Students of Color in a variety of implicit, explicit, and systemic ways. This
prevents access to liberatory education at all levels, thereby substantially diminishing the ability
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of People of Color to participate fully in society (i.e., to become teachers, educational leaders,
and policy-makers) and to utilize their power and agency to affect a cultural paradigm shift
(Freire, 1985; Giroux, 1995; Sleeter, 2011). With these assumptions in mind, teacher education
then becomes a vital locus that is in need of critical inquiry and radical change.
Significance. Diversifying the teacher workforce is the focus of much study and attention
because previous and ongoing studies demonstrate the benefits of such a transformation could
help to dramatically reduce racial inequality in our society (Gerhenson et al., 2018; Sleeter,
2017). The literature reviewed in the next chapter demonstrates that relationality and an ability
for Students of Color to connect to those who have similar sociocultural experiences create an
environment that has shown to increased college degree attainment. Both of these findings from
higher education contexts support the use of CRCTC as a framework to understand the
experiences and of Preservice Teachers of Color in and undergraduate licensure program. This
particular framework has very few empirical studies focused specifically within teacher
education and on the practices of TEs.
This study offers an opportunity to fill a gap in the scholarship by revealing how
Preservice Teachers of Color experience the pedagogical practices of TEs as well as how TEs
perceive their own practice to determine how, if at all, these experiences and perceptions align to
one another and to CRCTC theory. While there is a great deal of study on how preservice and
inservice teachers understand and enact the foundational tenets of CRCTC in their own
developing and ongoing PK12 practice, relatively little empirical work has been done on the
practices of TEs, especially in terms of how those practices are experienced by Preservice
Teachers of Color.
Summary of Chapter One
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Chapter One introduced the overarching problem of the teacher diversity gap and set
forth a purpose for this study based on a key tenet that problem: undergraduate Student of Color
persistence towards teacher licensure. The chapter provided rationale for the study approach,
reviewed literature pertinent to the topic, and introduced a methodological rational. The chapter
ended with reviewing both the potential limitations as well as the significance of the proposed
study. Chapter Two will review the problem of preservice teacher of color persistence in
undergraduate coursework as it relates to the teacher diversity gap through an examination of
theoretical and empirical literature. Chapter Three will articulate the methodological process
proposed to explore and examine aspects of TE practice and undergraduate student experiences
within teacher education coursework relevant to promoting the diversification of the teacher
workforce.
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Chapter 2: Literature Review
Oppressed groups are frequently placed in the situation of being listened to only if we
frame our ideas in the language that is familiar to and comfortable for a dominant group. This
requirement often changes the meaning of our ideas and works to elevate the ideas of dominant
groups.
—Patricia Hill Collins
This review of the empirical and theoretical literature focused on undergraduate Student
of Color experiences in teacher education coursework and how these experiences are affected by
the racialized climate and culture of higher education. The review also examined studies of
marginalized undergraduate persistence outside of teacher education, due to a relative lack of
empirical scholarship on the problem of marginalized student persistence solely within
undergraduate teacher education. The literature specific to Preservice Teachers of Color reveals
how white supremacy, through interest convergence and color blindness, plays a central role in
maintaining problem of the teacher diversity gap (Brown, 2014; Cheruvu, Souto-Manning, Lencl
and Chin-Calubaquib, 2015; Mensah & Jackson, 2018). This issue resists being fully understood
partially due to the over-simplification that the problem is mostly one of basic recruitment, rather
than also being linked to the marginalizing culture and climate of teacher education and of PK12
schools, as several critical education scholars have argued (Darling-Hammond, 2010; FaschingVarner, 2009; Sleeter & Milner, 2011). The literature across higher education contexts also
reveals that positive, supportive interactions with faculty are a key element of building resilience
and overcoming barriers to academic success and degree completion for undergraduate Students
of Color; that Students of Color with less sociocultural support or without a community of
understanding individuals experience lowered persistence toward degree attainment; and that
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some institutional supports, such as cohorting, may specifically address the needs of
marginalized students and lead to persistence not only towards licensure, but also within the
profession (Clarke, Erickson, Collins, & Phelan, 2005; Daniel, 2009; Seifert & Mandzuk, 2006;
Wood & Lewis, 2011). While there are some institutional supports specifically for Students of
Color [e.g., Educational Opportunity Programs (EOP), Ethnic Studies courses] that are proving
successful in creating a more welcoming and navigable environment for undergraduate Students
of Color, often these tend to exist at the periphery of higher education, or outside of COEs, and
therefore provide limited access and targeted support to undergraduate Students of Color
pursuing teacher licensure (Aguirre, 2005; Garcia & Okhidoi, 2015). It is not surprising that
studies also show that undergraduate Students of Color experience better academic outcomes
when there is a racial/ethnicity match between them and their instructors (Fairlie, Hoffmann, &
Oreopoulos, 2014).
Experiences of Preservice Teachers of Color in Teacher Education
Brown (2014) undertook a Critical Race Theory (CRT) analysis of the existing literature
on Preservice Teachers of Color and found that Preservice Teachers of Color enter the path to
become teacher with exceptional sensitivities to racialized educational spaces along with an
understanding of how to navigate them. The empirical work of several scholars confirmed that
these experiences often lead to Preservice Teachers of Color developing a social justice stance as
their primary drive to become teachers (Au & Blake, 2003; Guyton, Saxton & Wesche, 1996)
Téllez, 1999). Another theme that Brown (2014) identified and that is confirmed by other
scholars was the lack of connection and support that Preservice Teachers of Color experienced in
higher education coursework as well as an absence of any attempt to center their racialized PK12
experiences in ways that would help them develop the culturally relevant skillset required to
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navigate teaching a racially, ethnically, and linguistically diverse population of students in future
classrooms (Gomez, Rodriguez, and Agosto, 2008; Meacham, 2000; Téllez, 1999).
In contrast to those findings, Brown (2014) also pointed out instances where a tendency
to assume a socially just stance in Preservice Teachers of Color led to further disconnections as
well as a lack of purposefully developing them as culturally responsive educators. In concert
with this was a tendency to erase the important distinctions that discreet cultural and ethnic
identities bring to play when considering the complex spaces of teaching and learning (Au &
Blake, 2003). Despite collective assumptions made by much of the literature, Preservice
Teachers of Color do not automatically enter the teacher preparation pipeline with a set of innate
culturally responsive skills at their disposal (Sleeter & Milner, 2011; Villegas and Davis, 2008).
This “essentializing” the diversity among Teachers of Color into one homogenous group is an
effect of white supremacy and hegemonic forces (Brown, 2014, p. 337), which contributes to the
problem of stereotype threat and a reifying of tokenism (Kelly, 2007). It can also compound the
problem of Preservice Teachers of Color feeling isolated and like an outsider if their positionality
does not align with teacher educator assumptions (Cheruvu et al., 2015).
Recent transformative action research demonstrates significant success with asset-based
approaches such as in the enactment of CRCTC and other Culturally Relevant Pedagogies.
Jackson, et al. (2014) examined a mentoring program for African American and Latino male
high school students that employed the concept of reciprocal love through a gardening metaphor
as a focus on capacity rather deficit: “our public schools need more adults who imagine
themselves as seed people whose purpose is to cultivate the academic, social, and emotional
success of these young men” (p. 396). In their examination of the experiences of preservice
science Teachers of Color, Mensah and Jackson (2018) point to a need to purposefully examine
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issues of racism and power that pervade our educational spaces at every level. This scholarship
confirms the work of Brown (2014) in his meta-analysis of the literature on Preservice Teachers
of Color.
For the purposes of this study, the implications of the existing literature on Preservice
Teachers of Color for examining the teacher diversity gap are perhaps the most enlightening in
two specific respects: a) the conspicuous lack of explicit discussion of racism and racialized
experiences in most of the studies examining the experiences of with Preservice Teachers of
Color; and b) a focus on the individual responsibility for Teachers of Color to resolve the issues
related to the teacher diversity gap (Brown, 2014; Cheruvu et al., 2015; Mensah & Jackson,
2018). Both of these findings illuminate the pervasive problem of interest convergence in how
the issue is continually framed. This abdication of responsibility for critical self-reflection on the
part of educational scholars, policy makers, and TEs simplifies the problem of the teacher
diversity gap into merely a recruitment issue rather than recognizing the need for a
comprehensive examination of—alongside the development and enactment of policies needed to
disrupt—white supremacist culture in higher education.
General Barriers to Persistence
Empirical studies—both within teacher education and in other fields such as science and
technology—concur that Black American and Latinx students must embody exceptional
persistence and motivation needed to complete their undergraduate degrees due to a variety of
barriers including lower academic preparation, not feeling welcome in higher education
environments (Lowe, Byron, Ferry, & Garcia, 2013), and a lack of a community of
understanding and supportive individuals (Arana, Castañeda-Sound, Blanchard, Aguilar, 2011;
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Beasley & Fischer, 2012; Cardenas & Kerby, 2012; Ong, Wright, Espinosa, & Orfield, 2011;
Putman, et al., 2016; Rawlston-Wilson, Saavedra, & Chauhan, 2014; Saunders & Serna, 2004).
More subtle and implicit barriers also interfere with persistence. Microaggressions contribute to
feelings of alienation for many Students of Color (Yosso, Smith, Ceja, & Solórzano, 2009).
Even worse, when Student of Color respond directly to microaggressions, it generally leads to
further, more explicit aggression and accusations (Minikel-Lacocque, 2013; Yosso, et al., 2009).
Scholarship on microaggressions in a higher education context suggests that the influence of
regular exposure can result in Students of Color poor academic performance, changing majors,
or dropping out of college altogether (Minikel-Lacocque, 2013; Smith, 2004; Yosso, et al.,
2009).
Stereotype threat also poses a barrier for students who might internalize repeated
exposure to white supremacist culture, in general—and microaggressions—in particular (Beasley
& Fischer, 2012). Massey and Owens (2014) found that when African American college
students internalize negative stereotypes they are more likely to suffer academically, potentially
“living up to negative group stereotypes” (p. 558). Smith (2004) defines the collective
consequence of implicit racial assaults as “racial battle-fatigue” in his discussion of how they
impact Faculty of Color in higher education (p. 179). Minikel-Lacocque (2013) points out that it
is necessary to look beyond only academic outcomes and more broadly at the college
experiences of minoritized students if we are to understand and begin to improve circumstances
for college Students of Color.
It is important to note that even within undergraduate Students of Color experiences,
there is much heterogeneity. Some studies found that undergraduate adult Students of Color
(over 25 years old) demonstrated more engagement and persistence via a “connected classroom”
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experience rather than by social factors on campus that were outside of academic coursework
(Kasworm, 2014, p. 69; Kasworm, 2002). Scholarship on student persistence internationally
suggests similar findings that directly speak to the issue of faculty influence on student
persistence (Benseman, Coxon, Anderson, & Anae, 2006; Yorke & Longden, 2004) and
particularly to the need for culturally responsive and relevant pedagogy (Zepke, Leach &
Prebble, 2006).
Studies across fields suggest that limited access to formal and informal academic
supports contributes to a lack of persistence. Undergraduate Students of Color were found in
several studies to be ignored by their professors as well as overlooked by white classmates
during the formation of informal study groups (Johnson, 2011; Johnson, 2007; Ong, 2005; Ong,
et al., 2009). The existing scholarship indicates that an intentional drive on the part of COE
faculty and administrators to examine the teaching and relational practices of faculty and their
effect on marginalized students is needed. Additionally, studies suggest that efforts to enact
culturally responsive and relevant pedagogy across coursework has the potential to reduce the
impact of institutional racism and incidents of individual bias that inhibit persistence towards
licensure (Gay, 2010; Hora, 2012; Ladson-Billings, 2014; Yosso, et al., 2009).
Resilience and Resistance to Deficit Narratives
Rather than allowing exclusionary racialized environments to act as barriers, some
studies demonstrate Black and Latinx students and scholars leverage these experiences as a way
to motivate themselves and build resiliency (Yosso, et al, 2009; Yosso, 2002; Solórzano, 1998).
One way that Students of Color have embodied resilience in the face of barriers such as these is
to develop intentional spaces for People of Color within higher education settings. One such
example is the development of “social and academic counterspaces” wherein they can safely
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navigate their experiences of marginalization and persist in their goals (Yosso, et al., 2009, p.
660). The development of such spaces is part of “resistance practices” what Solórzano and
Villalpando (1998) define as “oppositional behaviors and critical resistant navigational skills”
(quoted in Lewis & McKissic, 2010, p. 264).
Scholarship in response to the teacher diversity gap suggests that institutions and
researchers must work to resist deficit narratives while examining and developing support for
marginalized students. Unsurprisingly, Bourke and Jayman (2011) found that students are
resistant to being defined in terms of their deficiency. Though it is vital to recognize, analyze,
and advocate against both individual bias and the systemic problems that compromise Student of
Color persistence, this problem-based focus has a tendency to reify deficit narratives that further
act to oppress Students of Color and perpetuate low expectations on the part of faculty (Bourke
& Jayman, 2011; James & Haig-Brown, 2001).
A focus on how marginalized individuals, families, and communities respond and thrive
in spite of barriers is a key way to resist the prevalent default to deficit narratives (Gorski, 2011).
An understanding of resilience theory and how it relates to undergraduate Students of Color
necessitates an attention to the complexity involved at the confluence of personal, social, and
familial identity and responses to individual conflict and trauma as well as to trauma inflicted
upon entire communities and ethnicities of people. Becvar (2013) defines resilience as “the
capacity for individuals to cope, adapt, survive, and thrive despite severe crises and long odds”
(editorial summary).
Ethnic families in the US are, at a minimum, bicultural with indigenous ethnic and
ancestral origins engaged (by forced immigration, migration and/or colonization) in
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survival and adaptation in a context that has its own schema of norms, expectations,
beliefs, values, and traditions. (Becvar, 2013, p. 176)
Social-psychological studies have found that systemic approaches to resilience allow
scholars and policy-makers to take into account what the dynamic influences of a variety of
relationships bring to bear on ethnic individuals, families, and communities. These sociocultural
experiences produce the capacity to thrive in the face of trauma and institutionalized barriers
(Becvar, 2013; Ware, 2006; Van Breda, 2001). Aspects of ethnic community resilience relevant
to this study include the building of communal connections through storytelling and the
validation of traumatizing experiences (Landau & Saul, 2004). This reinforces the need for a
valuing of community, community-building, and the acknowledgement of racialized experiences
as part of that community-building process within COEs.
Empirical studies on the process of building resilience indicate that a variety of factors
are required to understand the ways in which minoritized ethnic families and individuals build
and exhibit resiliency including, but not limited to, acknowledging the limitations of a Western
nuclear family perspective, centering the family system over the individualized experience, the
“value and applicability of culture-based theories,” and an understanding of “family” as larger
than biological connections and inclusive of relationships to neighborhood and community as
well as connections to a traditional ethnic cultural heritage that continues to be shaped by the
effects of American colonization and racialized contexts (McCubbin, 2010; McCubbin &
McCubbin, 2013, p. 179; Luthar, Cicchetti, & Becker, 2000). Additional literature in higher
education scholarship suggests that resilience in the face of educational barriers is experienced
and enacted differently by Students of Color than by white students. Johnson (2007), through the
examination of Women of Color in science and engineering courses, explains that there are
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empirically documented differences between Students of Color and white undergraduates in
motivation and resilience, and he points out that this “can obscure the racial, ethnic, or gendered
patterns of science persistence, making those patterns appear to be a series of individual
decisions” (p. 807). Implicit racism and bias are potentially some of the most insidious
challenges that Students of Color face, precisely because they are the most difficult to document,
confront, and resist and they are deeply embedded in American normative culture (Giroux,
1995). These collective findings speak to the need to examine supportive and validating
relationships that contribute to student of color resilience and persistence.
Persistence Through Supportive Relationships
Positive faculty relationships have been shown to play an important role with
undergraduate Students of Color in terms of retaining them in academic programs (Carlone &
Johnson, 2004; Lundberg & Schreiner, 2004; Newman, 2011) and increasing academic growth
(Anaya & Cole, 2001; Hu & Kuh, 2001; Lundberg & Schreiner, 2004) despite the fact that
Students of Color often find it difficult to approach faculty who are not of their own
ethnicity/race (Noel & Smith, 1996; Schwitzer, Griffin, Ancis, & Thomas, 1999). Studies also
show that individualized care and support of Students of Color on behalf of faculty increases
academic outcomes (Hernandez, 2000). However, studies suggest that top tier doctoral-granting
institutions and institutions where many undergraduate courses are taught by part-time faculty
exhibit lower-levels of undergraduate persistence (Eagan & Jaeger, 2008). Newman (2011)
found that while positive faculty interactions helped to predict undergraduate persistence, it was
also found that these occurrences were outside of the norm. The African-American participants
in the study overwhelmingly spoke to positive connection with faculty as outside of the
expectation based on their experiences of the institutional culture:
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For example, Sara stated, “I found very few professors here that actually seem like they
care. So, I think it just comes with the territory in being at a large research institution.”
Like Sara, a number of students in this study seemed to accept the lack of commitment to
teaching at the research universities. However, these students appeared to have a deep
desire to have contact with faculty who are more engaged in undergraduate education.
(Newman, 2001, p. 203)
Newman’s (2011) findings also revealed explicit racial bias on the part of professors in
terms of differing responses to lack of academic preparation. A Black female student was told to
drop a class after a poor score on the midterm whereas a white male student who received the
same grade was encouraged to study harder to bring his grade up. Newman (2011) determined
that hierarchical authority-based relationships where faculty emphasized their status over
students negatively affected persistence in Black American undergraduates, whereas
relationships where professors emphasized equality in terms of inviting students to participate in
high-level academic tasks such a critically evaluating ideas and questioning course content
supported persistence and academic achievement. This aligns with the work of Hammond (2015)
on brain-based theory and culturally responsive teaching. Hammond (2015) articulates culturally
responsive teaching as far more than a mere set of strategies and instead positions it as a
pedagogy of comprehensively ensuring access to highly rigorous critical thinking tasks within a
culturally relevant curricula.
Complimentary scholarship in undergraduate persistence in four-year institutions
suggests that faculty who hold high-expectations and yet enact passive learning pedagogies that
value memorization over critical thinking activities in instruction and assessment tend to inhibit
persistence, and these pedagogical choices may become one of the key reasons many students
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choose to leave their intended major or leave college altogether (Eagan & Jaeger, 2008;
Seymour, 2002; Seymour & Hewitt, 1997). This scholarship reiterates the need to develop TEs
in ways that allow them to resist deficit narratives as well as tendencies to rely on authoritative
hierarchies and instead develop dispositions and intentions to engage undergraduate students
through culturally relevant and responsive methodologies.
Institutional Supports and Barriers
Despite barriers, scholarly evidence also suggests that the commitment of institutions to
provide targeted, individualized support to marginalized students results in higher levels of
college success (Museus, 2011; Museus, 2017). An examination of support features within
Hispanic Serving Institutions (HSIs) and Minority Serving Institutions (MSIs) provides an
understanding of what, in an institutional approach, is currently undertaken to serve marginalized
students within institutions not founded on this premise. Unlike Historically Black Colleges and
Universities (HBCUs), most HSIs and MSIs were not originally founded with a mission to serve
marginalized students; thus, studies have found that in spite of maintaining a diverse student
population that these institutions often retain structures, policies, and cultural norms that present
barriers to student success; additionally, given the heterogeneous nature of Latinx and other
ethnic/racial identities, HSIs and MSIs must wrestle with how to best serve the enormous
diversity even within marginalized categories (Garcia & Okhidoi, 2015). Garcia and Okhidoi
(2015) found that supports such as Chicanx studies, ethnic studies, and Educational Opportunity
Programs (EOP) do provide meaningful support to not only Latinx students but also tend to
leverage the positive outcomes of diversity for the whole campus, which is confirmed in other
scholarship (Lee, Williams, & Kilaberia, 2012; Sleeter, 2011). In her review of research on
ethnic studies programs, Sleeter (2011) found that, in particular, curricula that directly speaks to
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issues of race, privilege, and systemic racism has a “positive impact on ‘democracy outcomes,’”
and that curricula requiring students to engage with multiple perspectives outside their own
“produces higher levels of thinking” (p. viii). These findings are salient to the study of Students
of Color supports within COEs because schools and universities are key centers of sociocultural
reproduction (Anyon, 1981, 1985; Aschaffenburg & Maas, 1997; Bordieu, 1977). Thus, if they
make it a priority to center the work that scholars have identified as mitigating racism, the
positive effects could be widespread.
The findings of this literature review underscore the need for curricular development and
implementation that comprehensively and systematically addresses the sociocultural realities of
racism and privilege that are present in all classrooms across the preK-16 spectrum. This aligns
with Banks and Banks (2016) visioning of the school as a social system and the consequent need
to enact multiculturalism across a variety of “microcultural” contexts (p. 20). The need for
comprehensive enactment of culturally responsive and relevant pedagogy alongside policy and
structural reimagining is reaffirmed in Garcia and Okhidio’s (2015) findings, “We can no longer
assume that the organizational structures of our current institutions will adequately meet the
needs of underrepresented students. Instead, we must find ways to serve them [...and] place their
needs at the center” (p. 355).
Cohorts. In some studies, the practice of organizing students into small groups that
progress through most courses and field experiences together in a cohort model has been shown
to yield positive supports in variety of aspects in the teacher education process (Clarke, et al.,
2005; Daniel, 2009; Seifert & Mandzuk, 2006; Wood & Lewis, 2011). In their examination of a
blended urban studies and teacher education baccalaureate program, Wood and Lewis (2011)
identified that the cohort model was found to be particularly supportive to Students of Color in
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general and to Students of Color who had experienced primary language marginalization in
particular. Furthermore, they found that the longer students remained in the cohort, the more
students identified the cohort as a key aspect of not only their academic success but also career
development in terms of the ability to negotiate dense bureaucratic educational systems (Wood
& Lewis, 2011). An additional focus on inquiry in the teacher education cohort model
Community and Inquiry for Teacher Education (CITE) at the University of British Columbia
(UBC) allowed for faculty to engage with students in participatory research (Clark, et al., 2005;
Park, 1999). Findings suggested that this supported student-faculty relationship building to
which teacher education students outside of the UBC-CITE program were not privy (Clarke, et
al., 2005). Given the studies demonstrating how positive faculty-student relationships support
Students of Color persistence, this seems to be an important aspect for scholars and TEs to
consider.
Filling the Gap
There is a conspicuous lack of critically framed literature on undergraduate Student of
Color persistence within teacher education (Brown, 2014). This gap presents teacher education
scholars from fully understanding institutional problems related to the teacher diversity gap and
the ways in which a focus on critically examining our spaces might provide models for how
PK12 teachers might similarly use critical self-reflection and CRT to enact change in PK12
spaces. This study’s findings speak to this gap though examining CRCTC within TE practices as
well as how undergraduate Students of Color experience these constructs within teacher
education coursework.
Summary of Chapter Two

42

Chapter One provided context and rationale for the proposed study. Chapter Two
reviewed empirical and theoretical literature on college Student of Color persistence and
resilience. The literature suggests that much more attention must be paid to the distinct
experiences of Students of Color. The current scholarship implies that most programs that
acknowledge hegemonic white supremacy and center liberatory models of education exist
predominantly outside of teacher education. The suggests the need for change in teacher
education to center multicultural experiences. Chapter Three outlines the methodological process
for a study that explored these issues through the lens of CRT.
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Chapter 3: Methods
Remember you live in a community. You have a responsibility to be accountable to your family
and your community as well as yourself.
—Cherrie Moraga
Chapter One introduced and outlined the problem of the teacher diversity gap and the
purpose of this study, which was to explore how Preservice Teachers of Color experience the
pedagogical practices of teacher educators (TEs) well as how TEs perceive their own practice to
determine how, if at all, these experiences and perceptions align to the tenets Culturally Relevant
Critical Teacher Care (CRCTC) theory. Chapter Two reviewed literature pertinent to the
problem of the teacher diversity gap and the experiences of Students of Color in higher education
coursework. Chapter Three begins with the methodological overview, then goes on to describe
the methodological approach and process undertaken from dissertation proposal to data
collection and analysis.
Methods Overview
This rational for this study design is rooted in social justice-oriented mixed-methods
research (MMR) to center the experiences of Preservice Teachers of Color. The use of MMR
allowed for the valuing of divergent as well as convergent results and findings, in the interest of
working to transform teacher education to center culturally and linguistically diverse teacher
candidates. Critical Race Theory (CRT) is used as a macro-theoretical framework to center
issues specific to revealing and disrupting racialized policies and practices within the COE.
Culturally Relevant Critical Teacher Care (CRCTC) theory is used to examine the experiences of
undergraduate Students of Color within a teacher education program. Critical Race
Transformative Convergent Mixed Methods (CRTCMM) is used explicitly as a methodological
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framework to organize, integrate, and analyze the data in a way that attends to CRT and resists
white hegemonic research assumptions.
Restatement of Purpose
This study sought to potentially increase college degree and teacher licensure attainment
for undergraduate Preservice Teachers of Color through a CRTCMM study design within a COE
at an MSI/HIS public university located in an urban school district in the southwestern United
States. I worked to achieve an improved understanding of undergraduate preservice Teacher of
Color experiences in coursework and how they define teacher care as well as to examine how the
perceptions and practices of TEs might currently align to CRCTC. The overarching goal of the
study was to help center the experiences of Preservice Teachers of Color and transform TE
practice in ways that might support Preservice Teachers of Color persistence towards licensure.
The study used qualitative and quantitative methods to examine how undergraduate
Preservice Teachers of Color experience their undergraduate teacher education coursework by
analyzing their interviews and survey data. Qualitative data from interviews with TEs was also
analyzed to examine how TEs perceive their practice through the lens of CRCTC. The tenets of
CRCTC (i.e., asset-based thinking, political clarity, and critical hope) and CRT were used to
develop the survey instruments, interview guides, and to analyze the resulting qualitative data.
Integrated findings and results with analysis are presented in Chapter Four and discussion of
them is in Chapter Five.
Methodological Framework: QuantCrit through CRTCMM
Developing out of the mixed methodological scholarship of Creswell (2014) and Mertens
(2007), and the emerging field of QuantCrit (Garcia et al., 2018), Garcia and Mayorga (2018)
have conceptualized the framework of Critical Race Transformative Convergent Mixed Methods
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first introduced in Chapter One of this dissertation. As Scholars of Color, Garcia and Mayorga
(2018) have sought to specifically transform methodology in educational mixed-methods
research, in particular, by questioning how the quantitative elements of many mixed-method
studies, even those using a critical theoretical lens, still reify white supremacy through normative
organization and analysis of data that continues to use whiteness as a norm for comparison, and
erases differences within quantitative datasets of Students of Color.
Creswell defines “convergence” in MMR the integration of both qualitative and
quantitative data merging or integrating “in the results as a mean of validation” (Creswell, 2014,
p. 6). Garcia and Mayorga (2018) ground this transformative convergent version of MMR
framework in critical race theory using the guiding work Mertens (2007) laid out for critical
scholars aligned to the following five reasons:
(1) Ontological, we understand race and racism as a social construction sustaining white
supremacy privileging different groups in how data is collected and understood. As a
result, multiple realities for different groups are created and have real repercussions of
material conditions (Mertens 2007). (2) Epistemological, as scholars of color, we possess
varying degrees of race and ethnic sensitivities as we acknowledge the relationship
between researcher and participant and power relations that exist for us (Mertens 2007).
(3) Methodological, this convergent mixed method interprets quantitative data with a lens
specifically attuned toward disrupting white supremacy, and qualitatively, collects data to
affirm, and empower participants through hearing and honoring their voices and
experiences (Mertens 2007). (4) Axiological, as scholars, we are guided by three
principles within the ethics of research: respect, beneficence, and justice (Mertens 2007).
We deeply respect the communities we engage with as researchers and consistently
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reflect on our privileges. We beneficently pursue research agendas as social justice
projects to improve the material conditions of Communities of Color. (Garcia &
Mayorga, 2018, p. 241)
While I am not a Scholar of Color—and could not possibly have the same levels of
sensitivities to racialized educational spaces in higher education—as a white ally and social
justice educator, I am deeply committed to self-reflexivity in order to be acutely attuned to race,
bias, and privilege. Indeed, it is the leading lens with which I approach my own teaching and
collegial interactions within educational spaces as well as my scholarship. It is important to note
that I don’t see my allyship and social justice advocacy as binary or terminal, but rather as a
consistent journey of critical self-awareness, inquiry, and humility. In this way, I feel that I am
able to adopt a similar epistemological stance to the one described by Garcia and Mayorga
(2018) while simultaneously acknowledging the privilege and hegemony that will inevitably
bleed into my work (See Chap. 5, subsection “Reflexivity, Criticality, and Methodology”). The
authors maintain that—although it has historically and continues by many to be treated as such—
race is not objective or binary, but that it is socially constructed and complexly rooted in power,
culture, and identity (Zuberi, 2001). Unpacking the ways in which normative surveys maintain
the objectivity of race and conflate it with ethnicity is a key tenet of their framework. Chapter
Five of this dissertation will use this tenet to critique the racial categories employed in the survey
of this study in particular and how they might be expanded/exploded in future iterations to more
effectively disrupt normative assumptions of race.
Research Questions
Data collection and analysis was guided by two concomitant purposes: a) explore how
undergraduate Preservice Teachers of Color experience teacher education coursework and define
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teacher care; b) examine how TEs understand and practice CRCTC. The following overarching
research questions serve as an umbrella under which to guide the development of the study
design and review of the literature. In order to achieve clarity within the complexities of these
four umbrella questions across multiple datasets, I have developed sub-questions, which guided
the different types data collection, analysis, and data integration among various participant
groups. The research questions were labeled into quantitative and qualitative strands (and one as
both) to clarify the timing of the data collection and analysis as well as the level of interaction
among the strands (Creswell & Plano Clark, 2011). See Table One for the timing of distinct data
collection sets and Figure Two for the study design model.
•

How do Preservice Teachers of Color experience CRCTC in coursework and
through interaction with TEs? (QUANT & QUAL)
o How do undergraduate Preservice Teachers of Color define critical care
and support? (QUAL)

•

How do TEs define and enact CRCTC, if at all? (QUAL)
o How do TEs perceive their pedagogical practices and relational practices
as aligned with the tenets of CRCTC? (QUAL)
o How, if at all, do TEs view institutional policies and practices as barrier to
enacting CRCTC in support of Preservice Teachers of Color persistence to
degree and teacher licensure? (QUAL)

•

What elements of CRCTC are most relevant to Preservice Teachers of Color in
this specific context? (QUANT & QUAL)

Approach to the Study Design
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This section traces the rational and development of my praxis as I navigated this
dissertation study. The 18-month journey included substantial revisions to my study design. This
section begins by describing the foundation of the methodology, followed by the role of the
researcher. The original design and justification for changes to it conclude this section.
Transformative mixed-methods design. Creswell and Plano Clark (2011) define
transformative design as “a mixed methods design that the researcher frames within a
transformative theoretical perspective to help address injustices or bring about change for an
underrepresented or marginalized group” (p. 194). In this case CRCTC is the transformative
framework that guided the original study design and data collection, while CRTCMM is what
was ultimately used to refine research questions and to organize, integrate, and analyze the data.
While there have been some criticisms that MMR divests qualitative research of its critical lens
(Sweetman, Badiee & Creswell, 2010), Mertens (2003) explains that, within transformative
designs, it is necessary to not only use a theoretical framework rooted in social justice, but also
to make certain the transformative goal “permeates the entire research process, from the problem
formulation to the drawing of conclusions and the use of results” (p. 159). As a white woman in
education, this means being constantly critical of my choices and assumptions throughout the
process. I focused on the following criteria developed by Mertens (2003) and adapted by
Sweetman et al. (2010): (a) situating the problem within a community that has experienced
marginalization, (b) use of a critical theoretical lens, (c) research questions written with a stance
toward advocacy, (d) the literature review includes discussions that primarily relate to diversity
and marginalization, (e) the labeling of participants was carefully guided by critical literature and
by their own self-identifications, (f) the discussion of findings focused on bringing change to
teacher education and disrupting oppressive power structures.
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As an emerging critical scholar who spent over a decade teaching and advocating for
change for Students of Color within a large urban district, I am suspicious of easy fixes and
problem-solving pathways that ask for only unified voices. Freshwater and Fisher (2015) warn
about the pragmatic need for integration (i.e., “a desire for commensurable findings and data”)
because this process can be fraught with conflict when met with a commitment to center
marginalized voices (p. 666). They point to a modern shift in the purposes of research that have
been driven by neoliberal systems, which has led to the quest for a knowledge that is rooted in
interdisciplinary inquiry focused on solving problems. While this sounds innocuous on the
surface, “there can be an uncritical ‘taken-for-grantedness’ about what the problems are and a
concomitant failure to take into account the relations of power that act to define (and therefore
construct) the issues to be addressed” (p. 666, emphasis in original).
More specifically, the push to produce integrated finding in MMR, often means “findings
that [should] triangulate to reinforce a particular perspective, rather than point to areas of
dissonance” and this “can result in a neglect of nuanced understandings and peripheral
perspectives” (Freshwater & Fisher, 2015, p. 667-669). The scholars then point to the
emancipatory-transformative approach to MMR, which seeks disrupt authoritative hierarchies in
the academy through participatory research with marginalized communities. Thus, scholarly
objectivity can be sought as long as one employs the political clarity and commitment to seek
change alongside members of the marginalized community (Freshwater & Fisher, 2015;
Mertens, 2007, 2009, 2012; Mertens, et al. 2010; Creswell & Plano Clark, 2011).
Role of the researcher and transformative intent. I am a white woman from a rural
working-class background and a first-generation college graduate. While I may have had, at
some points in my life, things in common with the target population of college Students of Color,
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I have also had the benefit of white privilege and, during data collection, held a position of
relative power over undergraduate students as a doctoral Graduate Assistant (GA) instructor. It
was important to keep focused on my intention to disrupt the racialized, authoritarian culture of
the university and to perhaps encourage others in positions of power to examine their practice
and how it might be transformed to better serve students within colleges of education who have
been marginalized and traditionally underserved. The dissertation was a vital learning
experience for me, a white ally and anti-racist teacher, because it provided ample opportunity to
critically examine my own practice as an emerging scholar and TE and identify areas for
personal growth.
Original study design. The study was originally conceptualized to be as collaborative as
possible, to engage preservice teachers and TEs together in efforts to authentically commit to
doing research alongside participants as opposed to “on top of” participants. In order to do this, I
had planned for a series of focus groups with the original participants to review the
(anonymized) data and discussion interpretations and implications. I had also planned originally
to collect observational data during coursework. Upon encountering the difficulty of setting up
multiple observations across multiple courses in one semester, I reflected on how unlikely it
would be for me to collect authentic experiences without an in-depth multiple case study
approach, which would require either multiple researchers to be able to do multiple observations
in each of the courses taught by each of the TE participants, or multiple years of data collection
if only I was doing it. Thus, I discarded the idea of using observational data for this study early
in the data collection process because it was just not feasible to collect the kind of data needed
for what a critical perspective demands.
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A number of constraints made me realize that the participatory aspects (i.e., focus groups)
of this design were not feasible for a dissertation study. I had planned for qualitative and
quantitative data collection to be approximately four months, in reality it was 12 months.
Additionally, my original timeline was ultimately too aggressive to be practical as it did not
consider the complexities of maintaining access to student participants who were about to
conclude their studies in the classroom and move into the very demanding field experiences of
their teacher education, which made the idea of a second interview and focus groups more likely
to be burdensome than transformative. An initial phase of quantitative analysis was originally
planned so that I might get feedback during interviews about the quantitative data and refine the
survey instrument based on those. Because it took over eight months to collect survey responses
(n = 195), waiting to begin interviews until that data was analyzed was not practical; thus, the
instrument analysis portion of the study was revised out (with plans to do instrument analysis
using the survey data in a future study). I also decide to leave the 11 TE survey responses out of
the study due to the very small sample size.
My own geographic changes and personal health challenges also interfered with the
possibility of maintaining contact with participants in a manner that was truly participatory.
Rather than adhere to this illusion of a participatory design, I revised the study parameters to
focus more intently on how I might—using a CRT lens—organize, analyze, and present the data
from my initial stage of research. This shift in my study design prompted me to attend more
closely to the methodological elements of my work. In re-examining the methodological
literature on CRT design models, the CRTCMM methods framework work of Garcia and
Mayorga (2018) became the lens through which I reconceptualized approaching, organizing and
analyzing the data I had collected. The original study also called for Principal Components
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Analysis (PCA) to help refine the survey tool. That analysis was changed to a similar, but more
appropriate analysis: Exploratory Factor Analysis (EFA). The reason for this shift is explained in
greater detail in the next sub-section. Multiple Regression (MR) analysis was also removed from
the original design; that decision is explained in the next section. Figure One is the original
concept map for the study design that I have marked to indicate which portions of the original
design were removed or altered.
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Revised study design. The revised study retained the features of a transformative
convergent mixed method design. Figure Two is a concept map of the revised design. I
maintained focus on the key tenets of CRCTC described by Hambacher and Bondy (2016) to
revise the design. The CRCTC framework was used to analyze the data at a micro-level of
individual’s experiences of critical care while the CRT framework was used to analyze at the
macro-level in order to consider policy implications and suggestions for institutional changes.
Both the quantitative and the qualitative data were collected simultaneously. I chose to do a first
round of coding on the interview data from Preservice Teachers of Color prior to coding any TEs
or completing quantitative analysis. I used this order to be certain that their experiences were
centered in the analysis process. I then ordered and coded four TE interviews and sent out
member-checking documents. Only five the 12 interview participants have so far responded to
the member-checking request.
At this point, I went back and refined my research questions keeping in mind the datasets
and the need for criticality in analysis (see Appendix E for original research questions). In the
process of coding the interviews a third time and organizing the findings in relation to the
interview questions, I realized the data I collected was not sufficient to explicitly answer some of
the questions in the way that they emphasized experiences relevant to intersectionality and
sociocultural backgrounds. In hindsight, I believe this lack of data is a result of my lack of
experiences interviewing participants. I also think that elements of white fragility (DiAngelo,
2015) showed up when I reflect on my reticence as a white woman to ask students to dig deeper
into how they perceive their own experiences through an intersectional lens of their complex
cultural background. For example, I might have asked about how their religious beliefs or those
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of their family influenced their experiences and decisions to persist on the path to become a
teacher, likewise with the issue of gender. Upon reflection on my questions and the frameworks
of CRT and CRCTC, I realized that the former questions were more aligned to using
intersectionality, rather than CRCTC, as a framework in order to examine their experiences.
While potential themes of intersectionality emerged during coding, I chose not use this
conceptual framework in this study, due to the already existing complexities of the frameworks I
do employ (see Chap. 5 for a discussion of intersectionality in future studies). Saldaña (2016)
points out that the revision of the research questions is an ongoing process in the work of
qualitative analysis. Based upon my reflections during qualitative analysis, I revised the
questions for this study to align to the emerging findings from the data I did have and the
frameworks that I had already employed to design the study.
After performing quantitative analysis on the survey results, I used that analysis as well
as coding from the five member-checking documents that were returned to thematically
reorganize my coding tree (see Appendix E for original coding tree) and perform a secondary
round of coding with the more concisely focused codes. I then returned to my initial qualitative
analysis and made adjustments to the organization and integration of findings and results that I
felt better centered the experiences of Preservice Teachers of Color and how they perceive
CRCTC. This led to the reorganization and integration of the quantitative and qualitative
research questions. That reorganization was what allowed me to more fully integrate the findings
and results. This reorganization alongside reviewing additional recent literature recommended to
me by one of my committee members, led to the slight but meaningful shift in the analysis of the
survey results from PCA to EFA. Pérez Huber, Vélez, & Solórzano (2018) used the lens of
QuantCrit to employ EFA so that the racialized experiences of their participants were revealed
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and valued through analyzing the results of a new survey instrument. Their purposes are wellaligned to mine; thus, I adjusted PCA to EFA. The reorganization of findings and results also led
to the removal of MR from the methods design and the removal of the related research questions
due to a lack of statistically significant results and the inability to integrate data from an MR
analysis with invalid results. The process of attempting to engage MR had meaningful
implications in terms of my process as it is connected to my stated goal to attempt to resist white
logic in the quantitative methods; thus, the experience holds value specifically in terms of my
intention to develop as a critical scholar. This is why I reveal here the frustration I had in not
discovering any statistical significance in during the MR analysis. I speak to this frustration
because I think it is an indicator of the extent to which I am enculturated into white logic and
values in scholarship (Zuberi & Bonilla-Silva, 2008) even while writing a dissertation that is
actively attempting to question and disrupt white supremacy at every turn.
Discussion of these issues is included in Chapter Five: Implications and Discussion.
Chapter Four provides the integrated findings and results of these analyses, and Chapter Five
discusses how that integration process evolved in relationship to my critical frameworks (see
subsection “Reflexivity, criticality, and methodology”). Table One indicates the timetable of data
collection and analysis. The next section, Methods, provides details for the procedures of the
study.
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Methods
This section contains details about the participant groups and the procedures. As
described in the Methodological Framework section of this chapter, the study used a convergent
data collection structure (Creswell & Plano Clark, 2011; Garcia & Mayorga, 2018) that is
visually represented in Figure Two with the timetable displayed in Table One. The data from
Preservice teachers of Color will take priority in this study in order to center the experiences of
the students their own voices (Creswell & Plano Clark, 2011; Freshwater & Fischer, 2015). I
analyzed and organized the data in this way in order to adhere to the CRT tenet of the centricity
of experiential knowledge (Garcia & Mayorga, 2018).
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Table 1. Data collection & analysis timeline.
Timeline
10/20175/2018
10/201705/2018
11/201710/2018

Data & Sources
CRCTC Surveys for
undergraduate preservice
teachers
Student Interviews
TEs (TEs) Interviews

Participants
Undergraduate students of any
race/ethnicity in teacher prep courses

Number
n = 195

Undergraduate Students-of-Color in
teacher prep courses
TEs of any race/ethnicity teaching
undergraduate courses

n=8

Undergraduate Students-of-Color
TEs-of-Color
TEs-white/European American
Undergraduate Students-of-Color
TEs-of-Color
TEs-white/European American
Undergraduate Students-of-Color
Undergraduate white/European
American students
All survey participants
Student Interview Participants
TE Interview Participants

n=8
n=1
n=3
n=8
n=1
n=3
n = 108
n = 87

n=4

06/201808/2018

Transcribing Interviews

10/201811/2018

1st & 2nd Round Coding
Interview Transcriptions

12/2018

Analyze Quantitative Data

11/201712/2018

Member-checking

11/2017

3rd Round Coding
Integration & Interpretation

All interview data
All data results and findings

n = 12
n = 195

03/2019

4th Round Coding
Reorganization, Integration
& Interpretation

All interview data
All data results and findings

n = 12
n = 195

n = 195
TEs n = 3
Students n = 2

Quantitative sampling and participants. The study used cluster sampling and
convenience sampling to survey students of all ethnicities within current undergraduate teacher
education courses. I also used the subject pools for two of the departments in the COE (see
Appendix A-B for survey items and Appendix F for the Internal Review Board protocol which
identifies the sampling procedures in detail). This study focused on the undergraduate-only
teacher education program in the COE to limit the number of potentially confounding variables
in the data. Additionally, the undergraduate program was the focus due to the literature
identifying the largest leak in the teacher preparation pipeline for Students of Color being the
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barrier of an undergraduate degree. Table Two indicates the racial/ethnic breakdown of survey
participants. Critical discussion of the use of these specific racial/ethnic categories and how they
should be disrupted/revised for future use of the instrument is in Chapter Five.

Table 2. Racial/Ethnic make-up of undergraduate student survey participants.

Race/Ethnicity
Latinx/Hispanic
Bi- or Multi-racial/ethnic
Asian/Asian-American
Black/African/African-American
Pacific Islander (e.g., Filipino/Hawaiian/Fijian)
White/European-American
Total

Number
53
20
13
11
11
87
195

Percent
27.2
10.3
6.7
5.6
5.6
44.6
100.0

Cumulative
Percent
27.2
37.5
44.2
49.8
55.4
100.0
100.0

Qualitative sampling and participants. The study sought to engage a purposive sample
of participants for interviews—Preservice Teachers of Color—to examine how, if at all, CRCTC
is experienced through a focus on ways in which microaggressions, deficit narratives, and a lack
of political clarity potentially affect their teacher education coursework experiences. From the
survey participant pool, 15 Students of Color were invited to participate in an interview and were
emailed initial coding for member-checking. They were purposively selected based upon the
goal to have a reasonably consistent proportional alignment to the general racial and ethnic
categories used by the College of Education in which the study was undertaken. Due to the
inevitable process of scheduling interviews, seven of the original 15 were not able to find a
mutually agreeable time to interview. A total of eight Students of Color participants were
interviewed (see Table 3 for interview participants). Table Three indicates a column that lists the
way in which each candidate self-identified when asked how they identify themselves to their
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current/future students.
The study also analyzed interview data from four TEs who teach undergraduate courses
as interview participants. This participant group was included to more deeply examine how, if at
all, CRCTC is intentionally enacted by TEs. While I conducted interviews with all of the eight
TEs who consented for the study, this study only uses four of those interviews for analysis due to
combined limitations of time and resources. The analysis of these interviews were purposively
ordered and examined in the following to align to the study purpose and theoretical frameworks.
I completed a first round of coding on the student interview data first, in order to center their
experiences; thus, the student data helped to inform purposive sampling order of TE interviews
in the ways described below that explicate why they were ordered in this manner.
1. Bligz1 was selected based upon his identity as a Black male TE who is also a
developing education scholar pursuing a doctoral degree. Bligz also identified a
lack of political clarity and care on the part of his teachers and within the current
culture and climate of the COE that echoed the experiences shared by several of
the student participants.
2. Maddie, white female, is a tenure-track junior faculty member and the only TE
participant who had explicit experience in the area of special education teacher
education. She was also the TE who was most critically self-reflective about her
lack of political clarity in her higher education practice. She also spoke to a lack
of political clarity in her own doctoral student experiences, which provided a

1

All interviewees are described using the pseudonyms they chose and terms with which they

self-identified during the interview.
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small window of insight into systemic problems that are reciprocally present in
education.
3. Kate, white female and recent doctoral student graduate, was selected based on
her choice to reject being a teacher educator in higher education, despite
completing her doctoral degree, in favor of returning to the PK12 classroom
because she felt that higher education forced here to de-center students. This
centering of teaching and learning, and the ways in which she described her
attempts to make students feel comfortable discussing sociopolitical topics
resonated with the ways that students had defined care in their interviews.
4. Scott, a white male doctoral graduate assistant, was the TE that four of the eight
Students of Color named as the most caring instructor they had so far had in the
teacher education experiences. It is important to note that this was an unexpected
piece of data. I did not seek to do a case study based on sampling specific courses
with their teacher educator. I did not collect data on which student participants
had which teacher educators. Often, when a student participant mentioned a
specific professor in their interviews, they actually had trouble remembering the
name of the professor. Thus, the naming of Scott as caring does not mean that
other TE participants weren’t also thought of as caring. Because this COE does
not cohort students through coursework together, it is possible that the one or
more of students interviewed were actually taught by none of the TEs consented
to interview in this study.
The following TE participant interviews were not analyzed due to combined limitations
of time and resources. While each of these participants certainly have unique perspectives to
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share, there was still a purposive order in which I sought to analyze the data. When I established
this order, I had just completed analyzing all of the eight student interviews in a first round of
coding. With that sense of their voices in my head, I order the analysis of the TE interviews. The
complexity of qualitative analysis that uses the researcher as the primary tool (Miles, Huberman,
& Saldana, 2019) also means that my own pattern of thinking and the feelings about and
understandings of the data at that point influenced these choices of purposive sampling in ways
that might be different were I to make the choice knowing what I know now after time and space
away from the data. I have included the reasons, subtle though they might be, that they fell into
the bottom half of the list in the order of which TE interviews were analyzed.
5. Eleanor, a white female teacher educator working in an adjunct capacity for the
college, had a similar PK12 teaching background to Maddie, but was able-bodied,
so she did not have the added perspective of being part of a marginalized identity.
6. Elayne, a white female tenure-track junior faculty member, did not speak as much
about her own experiences being prepared to be a teacher educator as did Maddie.
Thus, Maddie’s analysis came before Elayne’s.
7. Taylor is a white male doctoral graduate assistant. While his perspective as a
doctoral student graduate assistant would still offer additional insights, the
interview did not have any remarkable or noteworthy items that rise to the level of
those described in by participants who were the first four to be analyzed.
8. Rosa, a white female teacher educator, had such a unique role in the COE that I
was concerned that using her data would create a high risk for loss of anonymity.
Thus, I decided to wait to analyze her data after the dissertation when I could
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perhaps engage her as a co-researcher to allow her the autonomy to reveal what
she chooses about her experiences.
There are additional elements that came into play in this decision to order the analysis of
TE interviews, but they are related to unique characteristics about the participants that would put
them at high risk for loss of anonymity if they were to be revealed, so I have not mentioned those
elements in this explication. I plan to analyze all the remaining interviews in the future for
further examination of the findings already made here. Suggestions for those studies are
discussed in Chapter Five. After completing my dissertation, my hope is to engage some of the
interested participants in a joint project to re-analyze the data using collaborative techniques.
(See Chapter Five for a discussion of future studies using this data set.)
Relationships between participant groups. While some of the Preservice Teacher of
Color participants mentioned some of TE participants explicitly in their interviews, I did not
collect data on which students had which instructors. My intentions in this study in terms of
methodology were not to do an in-depth case study of specific students and their instructors
together, though that would be a useful design for future studies (see Chap. 5). My intention in
employing the CRTCMM design was to examine how the elements of CRCTC showed up in
teacher preparation coursework across the COE. This is why I employed a mixed-methods
design with the use of survey data (n=195) from across the college. I also sought to examine the
COE policies and practices at the macro-level by employing CRT as a macro-framework through
integrating both of the data sets.
Qualitative data collection and analysis procedures. Because CRCTC has primarily
been studied in the context of PK12 teachers and students (Antrop-González & De Jesús, 2006;
Jackson, et al. 2014; Roberts, 2010; Rolón-Dow, 2005; Watson, et al., 2016; Whipp, 2013),
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there is no existing validated instrumentation aligned to CRCTC in higher education. Thus, the
semi-structured interviews explored what elements of critical care were specifically relevant to
these participants. The interview did this by asking about the tenets related to CRCTC specific to
their K16 educational experiences. To do this, I used Hambacher and Bondy’s (2016) theoretical
CRCTC framework to design survey items that will be studied quantitatively (see Quantitative
data collection and analysis procedures). I also created interview guides for faculty and students
that additionally incorporate elements of Gay’s (2010) Culturally Responsive Teaching
framework that overlap with CRCTC (see Appendices C & D for Interview Guides).
The individual interviews were transcribed and coded inductively and deductively. I
employed a novel technique to leverage the transformative potential of member-checking known
as Synthesized Member Checking (Birt, et al., 2016) that has participants re-examine their data
after a period time to reconsider findings and implications, although very few participants chose
to engage in the member-checking process.
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Table 3. Interview participants.
Role
Student
Student
Student
Student
Student
Student
Student
Student
Teacher Educator
Teacher Educator
Teacher Educator
Teacher Educator

Pseudonym Self-Identification
Aamu
Pakistani-born, female, AsianAmerican citizen
Alana
Mexican, from big family,
female
Ani
African-American, Christian,
female
Ellen
Black, 25 year-old female
Jess
female, Catholic, HispanicMexican-American,
heterosexual
Liz
Hispanic-Latina, Christian
Nayeli
Hispanic female, 24, Christian,
married, mother
Olivia
23, female, biracial from
single-parent low-income
background
Bligz
Black-American, male 47
Kate
white, female, as a hearingimpaired person
Maddie
Pronouns she/ her/hers, white,
female
Scott
white, male, raised in the urban
Midwest, Irish-American large
family

Interview length H:MM
0:44
1:14
0:54
1:26
1:12
1:25
0:54
0:55
1:18
1:03
0:59
0:55

Coding rounds. The first round of coding included inductive and deductive coding. The
inclusion of inductive or emergent codes led to a very large and complex coding tree that reflects
the sociocultural complexity at the intersection of identity and education (see Appendix F). This
system of codes eventually became much more focused to determine salient findings aligned to
this dissertation study by using the relevant literature and the theoretical frameworks.
The second round of coding relied primarily on etic codes from the CRCTC literature. I
also aggregated previously disaggregated codes into umbrella categories. This process created a
refined code tree focused on themes from the literature and theoretical framework (see Table 4).
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The code tree was even further refined during a third round of examining just the coded
segments to present in the manuscript. This third round of analysis during the writing process
made it obvious how several of the themes I had separated between macro categories, actually
belonged together: for example, “warm demanding” and “high expectations,” (see original
coding tree in Appendix F). Round four of coding took place after additional revision of the
research questions (Saldaña, 2016) and the reorganization of Chapter Four to be aligned to those
question along with the inductive theme of Resilience. Using MAXQDA allowed for
visualization of the final coding themes. In this thematic code word cloud, the size of the text is
representative of the frequency of codes within that theme (see Fig. 3).

Table 4. Refined coding tree.
Parent code
CRCTC
CRCTC
Negative Higher Ed Experiences
Negative Higher Ed Experiences
Problems with Teacher Ed
Problems with Teacher Ed
Teacher Care
Teacher Care
Teacher Care

Code
Resilience
Political Clarity
Warm-Demanding
Microaggressions
Lack of Care/Relationality
Lack of Political Clarity
Resistance to Change
Relationality
Genuine/Authentic
Responsive Care
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Figure 3. Thematic code word cloud.

Quantitative procedures. The survey development is explained in the following
subsection. The student survey data was analyzed using the Statistical Package for Social
Sciences (SPSS) for descriptive statistics. I used two different statistical analysis procedures.
These analyses included Frequencies and Exploratory Factor Analysis (EFA).
Survey development. Due to the relatively new framework of CRCTC that combines
Culturally Relevant Pedagogy (Ladson-Billings, 2014) and Teacher Critical Care (Rhodes,
2010), there are no available survey instrument for use in higher education to examine teacher
educator practice, rather than PK12 teacher practice. For a grounding in the context of higher
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education that was still closely aligned to elements of my framework, I turned to Culturally
Responsive Teaching (Gay, 2010). Culturally Responsive Teaching has been studied extensively
in the PK12 literature, but considerably less so in higher education. Rhodes (2013) undertook a
factor analysis process to identify Culturally Responsive Teaching elements relevant to the study
of serving linguistically diverse learners in higher education. She examined the elements from
the Motivational Framework for Culturally Responsive Teaching survey instrument (Ginsberg &
Wlodkowski, 2009; Wlodkowski, 2004) relevant to her context. She used principal components
analysis “to identify underlying factors of the items related to the frequency of use of the 17
culturally responsive teaching practices” (Rhodes, 2013, p. 177). The items on the survey in this
study were developed based upon the literature foundational to the CRCTC literature and relied
heavily on the work of Rhodes (2013). Principal components analysis was run on the survey data
from Students of Color to determine which elements of culturally responsive teaching and also
which elements of critical care were most relevant to Preservice Teachers of Color in this
context.
Frequencies. I employed the use of frequencies of responses displayed as graphs in order
to answer the following question:
•

How do Preservice Teachers of Color experience CRCTC in coursework and
through interaction with TEs?

Pie charts were used to demonstrate the responses of Students of Color to survey items
and then were embedded in Chapter Four as appropriate to the research question alongside
presentation of the qualitative data related to the same research questions. Findings and results
were integrated and analyzed within each sub-section.
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QuantCrit. I framed the EFA using a QuantCrit lens in order to answer the following
research questions:
•

How do Preservice Teachers of Color experience CRCTC in coursework and
through interaction with TEs?

•

What elements of CRCTC are most relevant to Preservice Teachers of Color in
this specific context?

The field of QuantCrit is an emerging field that combines CRT with the use of
quantitative methods (QMs). Sablan (2018) argues that though these two concepts seemed
paradigmatically opposed, QMs were a part of Critical Legal Studies and instrumental in
revealing systemic racialized outcomes for Communities of Color. Pérez Huber et al. (2018) do
just that through their use of EFA to examine the factors of occupational prestige by surveying
Communities of Color with a critically developed survey tool. They articulate that two aspects of
their work kept their QMs aligned with the framework of CRT: a) cultural intuition (Bernal,
1998) and b) groundtruthing. Pérez Huber et al. (2018) define cultural intuition as the ways in
which critical scholars—in particular, Scholars of Color—have developed an awareness and
critical consciousness based upon personal, academic, and professional experiences. As
discussed previously in this chapter in the “Methodology” subsection, while I am not claiming
the same innately developed perspectives of a scholar of color, my more than 17-year career as a
social justice educator, my personal experiences as a woman from a working class rural
background, and navigating gendered treatment in both PK12 and university settings and in the
workplace has honed my own cultural intuition. My commitment to constant reflexivity and
critical self-awareness also aids in the use of cultural intuition. Thus, I feel that—while I will
never have the same racialized sensitivities of a Scholar of Color—this construct resonated with
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me as I carried out and wrote up this study. For example, I collected survey data from both white
and undergraduate Preservice Teachers of Color. At the time, I knew that there was a tension
discussed in the critical literature in the act of comparing Communities of Color to
white/European-American sub-groups, because without criticality, this comparison often leads to
deficit narratives and additional normalizing and privileging of the white experience. However,
based on my experiences in both workplace and scholarly micropolitics within this CEO, I also
felt that a pervasive colorblindness would take over the reception of my results if I did not find a
way to articulate how teacher educator care contains racialized dimensions that can be traced
back to systemic issues. Chapter Four’s analysis of integrated findings and results speaks to how
the disaggregated frequency tables reveal that Students of Color experience lack of care from
teacher educators more keenly than do white students. Chapter Five discusses the systemic
implication of those results.
EFA procedures. Using SPSS, I ran EFA on survey responses from only Preservice
Teachers of Color (n = 108) using case selection after creating a categorical variable to separate
out white/European-America respondents from those who identified as a Person of Color. As
discussed before, the term Person of Color is itself somewhat marginalizing as it negates the
experiences and assets of distinct cultures and ethnicities. However, in the interest of disrupting
white supremacy, focusing on the voices of those who are marginalized due to their
race/ethnicity—even though that marginalization might be differently experienced within this
group—allows for results to be analyzed in a way that seems to more truly reflect a resistance to
interest convergence.
Overall, 195 total preservice teachers participated in the CRCTC survey; 108 of these
participants identified as a Person of Color in one of the following categories: Latinx/Hispanic (n
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= 53), Bi- or Multi-racial/ethnic (n = 20), Asian/Asian-American (n = 13),
Black/African/African-American (n = 11), Pacific Islander (e.g., Filipino/Hawaiian/Fijian) (n =
11). There were 87 white/European-American survey participants. Additional descriptive
statistics can be found in Appendix H. This section focuses on process used to undertake EFA.
That process began with using Principal Axis Factoring (PAF) to determine the number of
factors to use in the rotation for the EFA (IDRE, n.d.).
Principal axis factoring. The dimension reduction analysis PAF was used to consider into
how many factors the 292 Likert survey items should be reduced. The first step for PAF involved
testing assumptions. After that, I examined the Scree Plot (see Fig. 4) and Eigen values to help
determine the number of factors to use in the EFA.
Testing assumptions. Assumptions were checked before analyzing the components
(Laerd, n.d.). In correlation matrix, all of the variables (survey Likert scale items) had at least
one correlation above r = 0.3, which means linearity is present. The Keiser-Meyer-Olkin (KMO)
measure showed sampling adequacy when calculated across all variables (KMO = .851). This
value is regarded as “meritorious” on Kaiser’s (1974) classification table. Barlett’s test of
sphericity (p < .0005) confirmed that PAF is an acceptable statistical test for this dataset.
Interpreting results from the initial PAF. The PAF found eight components that met the
eigenvalue-one criterion, or Kaiser Criterion (Kaiser, 1960), which were 35.4%, 6.6%, 4.7%,
3.5%, 3.4%, 3.0%, 2.3%, and 2.1% (Laerd, n.d.). Those eight factors accounted for 61% of the

2

Two of the Likert survey items were removed before this analysis was performed due to typos
found that might potentially affect the meaning, which left a total of 29 Likert items from the
survey that were analyzed using EFA. These removed items were Q5 and Q19 in the distributed
survey.
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variance cumulatively. Visually reviewing the scree plot (Cattell, 1966) demonstrated the point
of inflection happens at component three (see Fig. 4).
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Figure 4. Scree plot used to determine the inflection point for EFA.
Two-factor PAF analysis. Based upon these data, I decided that it was most useful to
retain only the first two factors, which account for 41.85% of total variance. The two-factor
interpretation of the data is also consistent with the two main foundational concepts of CRCTC:
Critical Teacher Care (Roberts 2010) and Culturally Relevant Pedagogy (Ladson-Billings, 1994).
The items related most closely to pedagogy are within factor one, while the items most closely
associated with care and relationality are within factor 2 (see Table 5).
I then ran PAF again, this time using the two-factor extraction. A Varimax Rotation was
used to determine the rotated component loadings for the factors (see Table 5) related to the two
aspects that are presented in the CRCTC literature: Critical Teacher Care (Roberts 2010) and
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Culturally Relevant Pedagogy (Ladson-Billings, 1994). Unfortunately, at this point the twocomponent solution failed to exhibit a “simple structure,’ (Thurstone, 1947). One of the items
loaded on both components at above a .5 value. I chose to remove this item as well as any of the
items that loaded below .425 in order to refine the analysis and focus on items that strongly
connect with one of the two factors.
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Table 5. Rotated factor matrix. a,b
Items
1
2
Q23. Professors hold students to high expectations using general encouragement.
.787
Q22. Professors encourage students to critically engage with course content, their
.734
peers, and themselves.
Q15. Professors have high expectations for my academic work.
.663
Q24. Professors hold students to high expectations using specific and individualized .628
feedback.
Q27. Professors include lessons about educational equity.
.628
Q25. Professors recognize the value of cultural diversity in choosing course
.610
assignments.
Q16. Professors provide rubrics and progress reports to students.
.570
Q30. Professors include lessons/discussions about language diversity and linguistic
.562
discrimination.
Q28. Professors include lessons about anti-immigrant discrimination or bias.
.538
Q31. Professors supplement the curriculum with current events relating to my life.
.515
Q2. We examine class materials for culturally appropriate images and themes.
.481
Q20. Professors provide feedback that recognizes individual strengths in my
.472
abilities.
Q7. Professors use student-led discussions.
.469
Q29. Professors include lessons or discussions about racism and white privilege.
.448
Q13. Professors show an authentic interest in my home culture and language.
.805
Q3. My professors make an effort to understand who I am and what is important to
.737
me.
Q1. Professors ask about my personal experiences and include them in the course
.663
activities.
Q14. I am asked for input by the professor for planning lessons and activities for the
.610
course.
Q4. Professors make an effort to get to know my family situation and background.
.587
Q9. Professors use surveys to find out about my classroom preferences.
.583
Q11. Professors encourage me to speak native languages with my future students.
.529
Q17. I feel cared for by my professors.
.429
Q6. Professors use mixed-language and mixed-cultural pairings in group work.
.429
Extraction Method: Principal Axis Factoring.
Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 3 iterations.
b. Only cases for which Race Categorical POC or white = Person of Color are used in the analysis
phase.

Data Integration
Data integration was achieved using an interactive level of integration (Greene, 2007).
The data sets were integrated after the survey data collection and the individual student and TE
interviews (see Fig. 2) and interpreted to identify divergent and convergent findings with a focus
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on centering the assets and needs of Preservice Teachers of Color. In the presentation of findings
in Chapter Four, I have integrated the graphs that demonstrate the frequencies of survey response
in the sections that include the qualitative findings through the use of the sub-question “In what
ways do undergraduate Students of Color currently experience TEs enact CRCTC, if at all?” as
an inquiry tool for both the qualitative as well as the quantitative data. Chapter Four also present
how the EFA results converged with the qualitative findings. Chapter Five discusses the
significance of those integrated findings and results.
Trustworthiness and Data Triangulation
Several methods were employed to increase trustworthiness and achieve triangulation of
findings and results. First, the purposive sampling of interviews for Preservice Teachers of Color
resulted in representation of most of the racial/ethnic identities of students who took the survey.
A total of 65 undergraduate students (Preservice Teachers of Color) consented to be interviewed.
Out of the students who were initially selected to interview (n=15), ten responded immediately to
schedule the interview, and eight of those ten were ultimately able to be interviewed. This group
of participants (n=8), represented four out of the five racial/ethnic groups listed on the survey
(see Appendix A &B for complete Survey items). Unfortunately, none of the Pacific Islander
students who were selected to be interviewed were able to successfully arrange an interview
time.
In order to achieve a parametric number and wide range of students in undergraduate
teacher licensure degree to complete the survey, I also recruited using subject pools from two
separate departments in the COE that housed courses for these undergraduate programs. This
recruitment was successful, resulting in a total of 195 valid responses (see Table 2 for complete
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ethnic/racial breakdown of survey participants.) The results from the quantitative data converge
with and therefore triangulate the qualitative findings.
It is for this reason that Creswell and Plano Clark (2011) refer to convergent mixed
methods designs as triangulation designs. However, it is important to point out the critical theory
underpinning most of my study and to re-assert Freshwater and Fischer’s (2015) argument that
dissonance must be valued in mixed methods research in order to truly lay claim to supporting
marginalized groups whose voices are often silenced in the process of traditional methodologies
in favor of centering only convergence and agreement. Therefore, Chapter Four, points out both
agreement and dissonance among the findings and results.
I also sought to increase trustworthiness through the use of Synthesized Memberchecking (Birt, et al., 2016). In this method, I sent the coded segments labeled with themes from
the initial round of coding back to each of the interview participants. At the time of publication
of this dissertation, only three of the 12 interview participants engaged in the member-checking
process. Two of them provided additional data and commentary related to the themes that are
included in the findings.
Ethical Considerations
This is a study with human participants; as such, the researcher will follow all guidelines
and laws as they pertain to the inclusion of human subjects in social science research in order to
protect all participants from any potential risks. The Institutional Review Board (IRB) at the
University where the study is situated approved the study prior to any subjects being consented
or data being collected (see Appendix I for complete IRB protocol). The use of pseudonyms will
protect the anonymity of participants, and participants were made aware of their rights and any
benefits or potential risks for participating in this study during the consenting process.
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The literature tells us that the use of contingent faculty is a factor that discourages
undergraduate Students of Color persistence towards degree attainment (Jaeger & Eagan, 2011).
Yet, in many research institutions, contingent faculty resume the majority of teaching duties for
undergraduates in particular, and yet have very little power in policy-making within COEs. This
is yet another symptom of the de-professionalization of teaching in the United States (Aronowitz
& Giroux, 2000; Garii & Petersen, 2006). However, this (over)use of contingent faculty affords
the organization financial health and the ability maintain its programming for teacher education.
Scheper (2017) makes a powerful argument that demonstrates how the “redlining” of higher
education through the use of contingent faculty is creating a racialized system of disadvantage,
just as it did historically in the real estate market when the practice racially demarcated and
disinvested in communities of color resulting in income and tax-bases that were unable to sustain
equitable schooling, thus creating an “educational apartheid” in the U.S. (p. 33). A commitment
to participatory research as defined by Park (1999) helps makes us aware of and aligns to the
tenet of “political clarity” in the CRCTC framework (Hambacher & Bondy, 2016), which will be
necessary to enact change within institutions.
One key aspect of transformative MMR is the examination and intentional disruption of
power dynamics: who gets to speak for whom; who makes the decisions, analyzes the data,
organizes the findings/results, and determines key elements for discussion (Mertens, 2012;
Sweetman, et al, 2011). Hansen, Ramstead, and Richer (2001) undertook a collaborative
participatory process and found the very act of working to collaborate in an equitable way so that
all voices were heard led to transformation of the researcher-participants. Hansen, et al. (2001)
identified 3 key elements in their review of transformative participatory research “a social action
focus, a transformative objective, and a participatory process” and emphasized the need to
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problematize the elements through examination of “a) their meaning, b) the conditions
nourishing the emergence of each, c) the nature of their interaction with each other” (p. 301,
emphasis in original). Indeed, the work of collaboration in this context required careful attention
to each of these elements while continuing to drive the work forward in a way that was rigorous,
valid, and trustworthy in the hope of achieving our transformative goals.
Despite all efforts to center the knowledge and needs of those who have experienced
marginalization, there are still ethical considerations for this study. For example, most of the TEs
interviewed were in a contingent employment status, most of whom were also graduate students
of the university who are at a power disadvantage to the faculty who are their supervisors over
the courses they teach as graduate assistants. Both of the tenure-track faculty who participated
were junior faculty. Their participation in this study might in some ways jeopardize their
employment if their supervisors/evaluators feel that this study paints the college, or the program,
or their supervisors themselves in a negative light. Some college student participants might
potentially have an immigration status that makes them or their families vulnerable to
deportation. Discussing their sociocultural background might present a risk of stress for them due
to the small risk of a confidentiality breach. The data was securely kept (i.e., raw data stored
password-protected computers and encrypted cloud drives and de-identified findings/results were
used in all drafts of the manuscript) to secure anonymity for participants at every opportunity. No
person outside of me and my dissertation chairs will have access to identified participants in the
one-on-one interviews. Each of these ethical considerations was shared with participants during
the consenting process.
Finally, the most pressing ethical consideration for myself during this process is one of
interest convergence (Fasching-Varner, 2009): while this study is likely to support my own goals
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to advance within higher education and receive my PhD, it will likely do little to actually
transform the practices of TEs and/or the educative experiences of the Preservice Teachers of
Color in this program. As a white educator I need to continually ask myself in what ways my
energies most effectively benefit marginalized communities that we hope to lift up while
simultaneously making efforts to disrupt the white supremacy from which I, among all other
white educators and scholars, continue to benefit. The consideration of interest convergence isn’t
binary. I can’t simply say that I have avoided it like checking off a box, because of the
permanence of white privilege and reproductive nature of culture. What I can do is keeping being
self-reflexive and critically conscious in order to maintain focus on anti-racism while navigating
the complexities of culture and power.
Chapter 3 Summary
Chapter Three detailed the methodology and procedures as aligned to CRTCMM and
CRCTC. Criticality across the procedures was the main focus of the methods in this study.
Chapter Four will present the results and findings with integration and anaylsis from these
efforts.
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Chapter 4: Integrated Findings and Results
Chapter One introduced and outlined the problem of the teacher diversity gap and the
purpose of this study: to explore how Preservice Teachers of Color experience the pedagogical
practices of teacher educators (TEs) as well as how TEs perceive their own practice to determine
how, if at all, these experiences and perceptions align to one another and to the tenets Culturally
Relevant Critical Teacher Care (CRCTC) theory. Chapter Two reviewed literature pertinent to
the problem of the teacher diversity gap and the experiences of undergraduate Students of Color
in higher education coursework. Chapter Three explained the methodology including details of
the analytic procedures. In this chapter, I discuss the findings and results from both the
quantitative and qualitative data analyses and integrate them as I maintain focus on the three
tenets of Critical Race Theory that I identified in Chapter One as the macro-theoretical
framework for the study: race as central to the intersection of all forms of oppression, the
centricity of experiential knowledge, and interest convergence.
Data Integration and Methods Overview
After data collection, I first focused on inductively and deductively coding the Preservice
Teachers’ of Color interview data followed by the TEs’ interview data (Saldaña, 2016). I then
worked on the quantitative analyses, completing descriptive statistics and creating visualizations
of the frequency tables, not only to identify ways in which the various theoretical constructs in
the survey interacted within in the interview data, but also to help refine the coding tree for the
second round of coding. Thus, the second and third round of coding was primarily deductive and
aimed at creating a more focused and well-organized coding tree aligned to CRCTC. The last
analysis undertaken was Exploratory Factor Analysis (Pérez Huber et al., 2018). The mixed
methods analysis software MAXQDA was the tool I used to organize the codes and to produce
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visual representations of codes in this chapter. I used SPSS to complete the quantitative analyses,
as well as to provide additional visualizations of the frequencies from the survey data.
Organization of Integrated Findings and Results
This is a convergent mixed methods study rather than a sequential one; however, I did
make deliberate choices about the order in which I analyzed the results to maintain integrity
according to the methodological framework of CRTCMM. Primarily, I centered the findings
Preservice Teachers of Color and used data from TEs to triangulate and or contrast to the
experiences of the Preservice Teachers of Color. These choices are explained in detail in Chapter
Three, section “Revised Study Design.” In this chapter, the qualitative findings are organized
first by the research question and then presented in a sub-sequence intended to illustrate the
connections across and among the themes. The quantitative results are integrated as frequency
graphs alongside the qualitative findings organized in response to the relevant research
questions. Results of the EFA are presented in the section following that with an explanation of
how the EFA integrated with the qualitative findings.
Restatement of research questions.
•

How do Preservice Teachers of Color experience CRCTC in coursework and
through interaction with TEs? (QUANT & QUAL)
o How do undergraduate Preservice Teachers of Color define critical care
and support? (QUAL)

•

How do TEs define and enact CRCTC, if at all? (QUAL)
o How do TEs perceive their pedagogical practices and relational practices
as aligned with the tenets of CRCTC? (QUAL)
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o How, if at all, do TEs view institutional policies and practices as barrier to
enacting CRCTC in support of Preservice Teachers of Color persistence to
degree and teacher licensure? (QUAL)
•

What elements of CRCTC are most relevant to Preservice Teachers of Color in
this specific context? (QUANT & QUAL)

Findings and Results
The qualitative findings and frequency graphs from the quantitative survey data have
been organized by how they respond to the research questions and then into sub-themes (see
Table 6). Findings from interviews with TEs were synthesized with the original findings from
the Preservice Teacher of Color interviews when they were relevant to the research question.
Findings from TE interviews were also used to answer the research questions that explicitly
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addressed their perceptions.
Within the research question organization, the findings have been arranged thematically
(See Table 6). The Code Matrix visualization (see Figs. 5 & 6) indicates the number and
prevalence of thematic codes across the data sets (Preservice Teacher of Color interviews & TE
interviews). An additional data set labeled as “SUM” combines the two datasets together in order
to view the comprehensive thematic findings across all the interviews.

Table 6. Organization of integrated findings by research question/inductive theme.
Research Sub-Questions/Inductive Finding

Theme and/or Quantitative Procedure

How do undergraduate Preservice Teachers of Warm-Demanding/high expectations
Color define critical care and support?
Genuine/Authentic Care
(QUAL)
Relationality
How do Preservice Teachers of Color
experience CRCTC in coursework and
through interaction with TEs? (QUANT &
QUAL)

CRCTC: Political Clarity/Lack of Political
Clarity
Microaggressions and Low Expectations
Lack of Care/Relationality
CRCTC: Critical Care
Survey Item Frequencies

Inductive finding from student interviews.

Resilience

How do TEs perceive their pedagogical
practices and relational practices as aligned
with the tenets of CRCTC? (QUAL)

CRCTC: Political Clarity
CRCTC: Critical Care

How, if at all, do TEs view institutional
policies and practices as barrier to enacting
CRCTC in support of Preservice Teachers of
Color persistence to degree and teacher
licensure? (QUAL)

Resistance to Change
Lack of Political Clarity

What foundational elements of CRCTC are
most relevant to Preservice Teachers of Color
in this specific context? (QUANT & QUAL)
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Figure 6. Code matrix that displays the numbers of codes disaggregated by
participant group.

How do undergraduate Preservice Teachers of Color define critical care and
support. When asked to define what they believe care should entail, Preservice Teachers of
Color described it in ways that resonated strongly with the foundational elements of CRCTC and
in ways that aligned well to findings from the empirical literature reviewed in Chapter Two.
Olivia, (23 years-old, female, biracial from single-parent low-income background) explained the
complexity of defining care, “care is more than academic support [,,,] But I think that there are
so many different avenues to being that support system and caring for your students.” Despite
this complexity, I disaggregated the data from this macro-theme using the following sub-codes:
Relationality, Genuine/Authentic, and Warm-demanding.
Relationality. Within the definitions of teacher care “relationality” was a by far the
strongest element of how they described ideal teacher care. Repeatedly Preservice Teachers of
Color participants from a wide range of backgrounds (see Table 3) stated the importance of

86

feeling like their instructors knew who they were and that TEs making an effort to develop some
kind of relationality beyond just collecting assignments and assigning grades was the most
meaningful and helpful disposition. This finding is aligned to the literature affirming that
positive relationships with faculty have been shown to play an important role in retaining
undergraduate Students of Color in higher education academic programs (Carlone & Johnson,
2004; Lundberg & Schreiner, 2004; Newman, 2011) and increasing academic growth (Anaya &
Cole, 2001; Hu & Kuh, 2001; Lundberg & Schreiner, 2004).
Ellen (Black, 25-year-old female preservice teacher) explained how the actions of one
instructor demonstrated for the whole class how she prioritized students’ needs, and she
contrasted that with experiences of other instructors.
Well it's more like with I feel like [this professor] reached out to a class, like reached out
to us specifically to know what was going on with us specifically to know like when
Sonja3 had her baby and the baby was sick, like [this professor] cared more than just this
is my student. I'm giving her a grade, oh she's not here, she's absent or whatever. Like
[she] cared more than that. So it wasn't just with me, it was more like our entire class. But
then with other professors, it's, if I don't say anything to them, they're not likely to say
anything to me unless it's like a, where's your work or this assignment or anything like
that.
Liz, a self-identified Hispanic-Latina Christian preservice teacher, pointed out that when
she felt this kind of relational care, she felt compelled to perform at a higher level academically.

3

All names and places are pseudonyms.
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So like with papers and stuff, like even the professors here, when they showed interest in
my work and in what I was doing and engage in conversations with me and shared
personal experiences, that's where I felt like, okay, well this matters. This actually what
I'm putting out there is being read and it's being appreciated, you know, so after that I saw
that I was just like, okay, I want to do better.
Ani, an African-American, Christian female preservice teacher, also pointed to
relationality affecting learning by describing a situation with a Black male student who had a
learning disability.
[I]f teachers actually learned about him and like his experiences and why he's the way he
is, it could help, um, just I guess help him succeed in class and be a better student
because I guess it says he doesn't feel like they care and so he doesn't really go out of his
way to like do the work.
The theme of relationality showed up again and again when participants explained the
vital importance of knowing and understanding students. Preservice Teachers of Color spoke to a
need for care that is responsive to individual needs and circumstances. Nayeli, a 25-year-old
Hispanic female Christian, explained responsive care in this way.
You have to understand that kids…, they're not all at the same level. You can give
everyone the same exact assignment, that same exact support and you will never get this
of course, from everyone because everyone's context in their life is so different that it's
not, it's not the same.
Alana, a Mexican female preservice teacher, maintained that “letting them know they
have someone that will hear them out besides just academic problems” is an essential part of
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teacher care. Likewise, Olivia explained that care means “trying to meet your students where
they are” and trying to “understand what potential experiences that student may go through.”
Genuine/authentic. Across all participants, the words “genuine” or “authentic” were
repeatedly used to describe the kind of care that teachers need to demonstrate for students.
Nayeli explains:
Giving them the love and whatever it is they need, and it's not like, oh, hugging your
students every single day. It's making them genuinely feel that you're willing to give that
extra effort towards them if they're willing to meet you halfway also.
When Ellen discussed the care she enacts for the students and describes how she is direct and
specific when she tells them how much she cares. She emphasized how it is meant to be
“genuine.”
I want, no matter [for whom], because I had every race in my group, but I want to all of
you to be the best, but it's because I genuinely cared about you guys because I've seen
you for the last three, four or five years.
Aamu, a Pakistani-born, female, Asian-American citizen describes what care between
teachers and students should be: “It, it goes deeper than just ‘I want you to get a good grade.’ It's
like, you know, it's sometimes it's a personal level.” These responses align to the literature
describing effective teacher care as actions that go beyond general academic concern and are
responsive to individual needs (Bondy, Ross, Hambacher & Acosta, 2013; Roberts, 2010; Whipp
2013).
Warm-demanding expectations. Definitions of teacher care frequently aligned to a
foundational element of CRCTC, warm-demanding care. Roberts (2009) identified this
construct—based in Ladson-Billings (1994) findings African-American teaching excellence—as
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central to the developing theory of culturally relevant and critical teacher care (Bondy, Ross,
Hambacher & Acosta, 2013). This construct, perhaps best described as a disposition, combines
the idea of high expectations with responsive care. Ellen explained, “when you actually
intentionally care about someone, you want them to be the best,” and then described how she
pushed the reading group of persistently underperforming students who were learning English to
work harder: “I want to all of you to be the best, but it's because I genuinely care about you.”
Liz, a Christian Hispanic-Latina female, described a warm-demanding care by
articulating the links among love, critical feedback, and positive motivation. Her description is
also closely aligned to the CRCTC construct of Critical Hope (Hambacher & Bondy, 2016).
I think as teachers we should be giving them [K12 students] that, that sense of hope that
hey, you know, there's, there's a better road than, and then uh, what you think, what you
think you're capable of. You can do so much more. […] I think like love goes a long way
to so showing that, that um, that care, like in their work, like giving that positive
reinforcement. I'm not putting them down… but there is something… sometimes or you
have to like [give] a little bit more feedback.
Jess, a female, Catholic, Hispanic-Mexican-American preservice teacher, was able to
articulate how important it is for teachers to avoid rescuing students to the point of reliance.
It is important to, you know, show your students that you care about their success, and
[show them] they have someone that believes in them. […] But also you don't want to
care for a student to like the extent that they rely on you …um, you know, you want to
just give them a little push. I think it should be like a little push.
During the member-checking process, Jess added that teachers must “encourage their students to
do better as well as congratulate them for the work they have done.”
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Some of the participants defined how they believe care should be enacted by describing
the opposite of teacher care first. After Ellen shared the story about a condescending math
teacher, she described how that experience shaped her commitment to care for students.
I feel like when it comes to kids, I realized that even when I'm correcting them I have to
correct them in care and in love because if I don't, if I correct them in anger or by talking
down to them, or if I let that one moment slip, like I could potentially damage something
in them that I can't fix. Like that one moment that you say something to a kid that just
like annihilates their self-esteem. They no longer look to you as a, as a role model, as
someone they want to even talk to. So I feel like after having her as a professor, I know
I'll never talk to children that way.
Her words are powerful resonate deeply within the all the themes in this study. Several other
participants shared how their negative experiences galvanized their commitment to be a better
teacher and not to give up. These experiences echo the findings of Brown (2014) in his metaanalysis of the studies done on Preservice Teachers of Color. The depictions of their developing
teacher identities are constructed from a complex set of experiences that cannot be necessarily
lumped into a single grouping, in other words “racial essentializing” (see also Mensah &
Jackson, 2018 for discussion of antiessentialism in CRT as it relates to teacher education). This
propensity on the part of teacher education scholars to lump complex identities together has a
tendency to reinforce a single-story (Adichie, 2009). This tendency also results in a greater
likelihood that TEs may make assumptions and lose sight of the importance of developing a
relationship based on reciprocal trust with their teacher candidates, especially Preservice
Teachers of Color (Hambacher & Bondy, 2016).
In what ways do undergraduate Students of Color currently experience TEs enact
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CRCTC, if at all? Students interviewed experienced these elements in both positive and
negative ways. The survey results identified a more complex and sometimes divergent results
than the findings from the eight interview participants. The qualitative findings from students in
this section have been integrated with the reports from the survey data where individual survey
item(s) related to the thematic subsection.
Answers to questions related to how students experienced being cared for opened up to
include the negative experiences that that participants have had in college collectively. Some of
these data do overlap into explicitly teacher education coursework, but the findings in the
literature explained a need to understand the undergraduates’ experiences throughout their
college experiences. They are still relevant to the Preservice Teachers’ of Color experiences of
CRCTC because they are a required part of their degree coursework. They are especially
necessary to include when considering that the lack of an undergraduate degree is the biggest
“leak” in the teacher education pipeline for Students of Color (Putman, et al., 2016). After
hearing their stories, it was clear that these participants did not see their experiences as a binary
of outside versus inside teacher education coursework. The negative experiences are broken
down into two sub-categories that had the highest frequency of themes related to negative
experiences: Microaggressions and Low Expectations and Lack of Care/Relationality. The
positive experiences are interspersed with the negative thematically for comparative purposes
(see Table 6).
Political clarity/Lack of Political Clarity. Preservice Teachers of Color more frequently
spoke to the lack of political clarity as one of the problems with teacher education. This subtheme was coded at a higher frequency than any other sub-theme across both sets of interview
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data when it is combined with the sub-theme Lack of Political Clarity under the macro-code
Negative Higher Education Experiences and across both student TE interview findings.
When asked how political issues relevant to the lives of students were brought up in her
teacher education classes, the only topic that Nayeli could think of was poverty. “I feel that just
poverty has only come up maybe two or three times actually in depth in my high, um, higher
education studies […] Um, but I don't think that it's stressed enough.” It is important to note that
a few other participants bought up the issue of poverty in a PK12 context when we discussed
political clarity in their coursework. This finding is unsurprising given the similar findings
related to deficit narratives that are reified in higher educational contexts in general and
particularly in teacher education (Comber & Kamler, 2004; Gorski, 2011; Lazar & Sharma,
2016).
Nayeli also spoke to the lack of political clarity during our discussion about
microaggressions she has experienced from white professors.
Maybe just because you're born in dominant culture [as a white person], does it mean that
you have to behave this way and with all these stereotypes? But I feel like because our
higher education classrooms don't emphasize it enough, then they [new teachers] are
going to step into the classroom with these biases, with these microaggressions. (Nayeli)
Other Preservice Teachers of Color also pointed to only a surface-level acknowledgement of
sociopolitical issues prevalent in schools.
We say “don't be racist,” but that's it. We don't, I guess we don't really go into like, oh,
maybe even, you know, let's say you have your students that you need to directly help
[because they experience racism]. Um, uh, uh, Hispanic children. It's like, no, you just
have to have high expectations of all your children. [pause] You can't just expect them
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[new teachers] already to know what they're doing. And I feel like that's what we lack.
(Jess)
Ellen explained the problem of a lack of political clarity by pointing to colorblindness
within the reproductive cycle of teaching and learning.
There should be more of a connect between what the professor says and what I'm going
to have to deal with in the classroom. Because, at the end of the day, they're not telling
me about the cultural diversity, or the equity in the classroom, or any social justice
anything. Because most times they try to shy away from it because they have their own
opinions about it. So whether they agree or disagree or whatever the case may be, I feel
like there should be more of a that. It should be a part of—not even part of part of your
curriculum, but it should be something that everyone's talking about. And I feel like you
can't talk about it if you don't know about it, and I feel like you don't know about it if
you're not taught about it. (Ellen)
Ani corroborated the lack of political clarity, “I don't remember talking about white privilege or
racism. Yeah. It's not, it's not something that comes up very often,” and also shared
“[i]mmigration is also not a big topic that I feel like gets talked about either.”
Olivia explained the lack of political clarity as a result of professors and peers who feel
uncomfortable with sociopolitical topics as actively “quieting each other” and sees this as a gap
in her education as a teacher.
Those are all topics that are found in everyday life, and in classrooms, and in
schools, and grocery stores. Everywhere. I mean they're seen like you see them
everywhere, so to not talk about them and pretend like they don't exist for the sake of
being objective or whatever the underlying reasons are… I think it's kind of naive to
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think that people don't, you know, I think it's, it's their experiences. So I think that's why
you need to talk about it because, you know, I, I would say the majority of people
attending college, you know, are here. We're here to learn and we want to be the best
teachers that we can be. And that kind of quieting each other and other voices makes it
hard, because the fact is these questions are questions and topics that are going to come
up in classrooms or lunch rooms or teacher's lounges. And I think if professors talked
about them, we would be more equipped to handle those conversations.
These experiences are not unique to this context. Other literature has found that same
willful ignorance, particularly on the part of white/European-Americans who have the most to
gain from white supremacy in education and therefore must navigate experiences of guilt when
they acknowledge their own complicity (Boatright-Horowitz, Frazier, Harps-Logan, & Crockett,
2013; Cabrera, 2014; Fasching-Varner, 2009; Green, Russ-Smith, & Tynan, 2018; Pilkington,
2013). It is interesting, and unsurprising, to note that the quantitative data reveals differences in
opinion related to political clarity (see Fig. 7). White fragility and the overwrought emotional
responses to confronting complicity in systemic racism through the benefits of whiteness that has
been documented in the literature are likely elements that come to play in this dataset as well
(Hines, 2016; Matias & DiAngelo, 2013).
Employing QuantCrit to display the survey data reveals Preservice Teachers of Color
perceive TEs of having high expectations for their work in teacher education coursework less
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Figure 7. Comparison of the percentage of responses in the Likert scale
for Item Q29 disaggregated by Students of Color and white/EuropeanAmerican students.
often than do white/European-American students (for more on QunatCrit data displays see Pérez
Huber et al., 2018). Perceptions of learning and coursework are not straightforward. As with any
other human interaction, a complex interplay of internal and external factors, both individual and
systemic, are likely involved in this set of results. However, perhaps because of their lived
experienced in a racialized society (Minikel-Lacocque, 2013; Solórzano, 1998; Yosso, et al.,
2009), undergraduate Students of Color are more likely to be sensitized to identifying political
clarity around issues of race racism in coursework. This quantitative result converges with and
helps to triangulate the qualitative findings thematically connected to Lack of Political Clarity.
Microaggressions and low expectations. Not surprisingly, given the theme of Lack of
Political Clarity in this study and in the literature, many of the Students of Color were not
familiar with the term “microaggressions.” In this case, I used one of two examples to explain
the concept: a woman being called “aggressive” when speaking in the same way as a man during
class, and/or a linguistically diverse student being told by someone “but your English is so
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good!” when someone learns that English is their second language. One or both of the
explanations made it very clear to each of the Students of Color what the concept was, since each
of them were able to share a personal experience of microaggressions. My example involving
linguistic diversity resonated strongly with Alana.
A lot of people think I'm Asian. … But I'll tell them no, I'm Mexican. And then later
they'll find out English is my second language. And they'll say, “Oh, but you don't have
an accent!” [she rolls her eyes, and says with exasperation,] I don't need to have an
accent.
Nayeli shared multiple experiences of microaggressions from instructors. I should note
that Nayeli was a student in one of my classes. She was one of the most perceptive, studious,
participatory, and conscientious students that I have taught. Despite her obvious scholarly
disposition, the microaggression she described involved another one of her professors being
shocked that she had a 4.0 grade point average.
Well I actually have that [experience of microaggressions] all the time. And it's exactly,
it's exactly that [like the example I had shared with her]. Um, I remember mentioning to
one of my professors, “well, you know, I really, I want to get feedback, you know, how I
did on this assignment because I'm really striving to be able to keep my 4.0.” And he just
look at me like, what? Like you have a 4.0? And in my head, like, I got so upset. I'm like,
Yeah! Does it not look like it? Can you not tell that I tried, that I'm like super attentive to
everything that you're saying. Every single class period that I'm not falling asleep, that
I'm not texting me on my cell phone, that I'm not doing this, this and that. And like it gets
me like, yes, I am a Hispanic female that has a 4.0, so is there a problem with that!?
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Nayeli also said that she had similar experiences with other professors when they were
surprised that she was the one who scored highest on an assignment or happened to be the only
one who followed all the directions correctly. She also said she had a few professors mention
that they were surprised that she didn’t have more of an accent. Nayeli goes on to explain:
These are like you said, little comments here and there that people don't notice that you're
addressing race as you're saying those. “Well, I didn't expect you to live that way” or “I
didn't expect you to be able to do this because you're not like everyone else” or “You
don't fit.” You know, with the portrait that we have painted of what we expect a person
who can achieve all those goals to look like. Normally they're not people of color,
normally they don't have other huge responsibilities at home. Normally they're extremely
fluent with the language and don't have barriers at all.
Ellen’s description of microaggressions she has experienced as a Black student were
described as a “scrunch on their face.” She says it often happens when she defies the stereotype
type a “Black girl.” She shared that “I've had people say to me like, ‘Oh, I thought I didn't expect
you to be who you are when I met you,’ Most times they're like, um, I thought you were going to
be ghetto.” She also shared the feelings of self-doubt that come with microaggressions:
And I feel like in that moment the professors who do this, when they're teaching, as it
pertains to the microaggressions, they don't think that that's what's happening. They think
that it's just you, and then it's like, well, is it just me or is it this? (Ellen)
Olivia, one of my participants who identifies as bi-racial (she explained to me that her
mother is white, and her father is Black), experienced an overtly racist and deeply troubling
incident of a racial slur being used by a veteran white female teacher at an elementary school
during field experiences. The veteran teacher referred to Black students using the n-word in front
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of Olivia and her mentor teacher. When the field coordinator of the COE was told about the
incident, the COE Field Coordinator immediately moved Olivia’s field experience assignment to
another school site. The incident itself is outside the scope of this study since it occurred at a
PK12 school site; however, the field supervisor (a retired teacher working part-time for the COE)
who is the individual that runs the seminar portion attached to the field experience course had a
response to the incident that felt very much to Olivia the way that other microaggressions had.
My site facilitator mentioned, “you know, just for future reference, you know, there are
things that are going to be said in your career that you don't necessarily agree with […]
and you need to kind of learn to have tough skin because you know, there are… you're
going to go through adverse experiences, but at the same time, like this is a profession
like all professions where people have different beliefs and outlooks in you and so you
need to kind of learn to like accept that in the future.”
Olivia went on to explain why she thought the field supervisor, who is a white woman, reacted in
such a dismissive and colorblind manner. “I think that my site facilitator…I think that she just
can't make, she couldn't make that…[pause] It wasn't a personal issue for her.”
I have reflected on this incident many times since I first learned about it. I have had to set
aside my fury and indignation [knowing that being able to set it aside is evidence of my own
white privilege in and of itself] in order to frame it, particularly the site supervisor’s reaction to
it, in a way that demonstrates the pervasive infection of white supremacy within teacher
education. It underscores the deep need for change and how important political clarity is at every
single step of the journey to become a teacher if we are to effectively dismantle racism in our
schools and diversify the teacher workforce.
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One of my concerns about this incident of overt racism was how it might affect Olivia’s
desire to work in the school district or to become a teacher at all. When I asked her about that,
Olivia revealed her resilience and her social justice stance. She pointed to the change that is
needed, a change that is connected directly back to racism, interest convergence, and a lack of
political clarity on the part of TEs.
I think that it's motivated my drive to want to become a teacher because I
recognize that now more than ever that something needs to change, a lot of things need to
change, but at the same time recognizing that there are issues that even I personally know
that I can't identify with because I haven't personally experienced them. So as much as I
would love to say in 10 years, that teaching as a profession is going to look a lot different
in terms of it's not going to be just white women, I think that I can only imagine that,
because my mom, even as a white woman, my mom didn't …[pause] as much as she
wanted to support me and empathize with me, she doesn’t understand it in the same way
that I do.
Olivia’s experience is deeply troubling and yet provides us with a single incident that so
clearly demonstrates the need to for change, underscoring a key finding from the study: the
desperate need for political clarity on the part of TEs. This finding also echoes the literature
CRCTC in relation to the concept of political clarity (Hambacher & Bondy, 2016; LadsonBillings, 2014; Rhodes, 2010). When viewed from the macro lens of CRT, it also asks what
institutional policies and resource allocations affect the ability for us to provide exceptional field
experiences for teacher candidates (Crenshaw, 2011; Ladson-Billings & Tate, 1995). As such, it
will be discussed further in Chapter Five.
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Jess’s story of microaggressions through low expectations reveals the persistence of
experiences that stretched back into her PK12 student context.
I don’t feel like teachers had [high] expectations for me and I don't know if that was
because I never formed a relationship with them, but I don't think I should have had to do
that for them. I felt like, um, I don't know… I wish maybe not a personal connection with
my teachers, but I just wish that there was like, oh, like, or at least for some of them to
say, “Oh, you're intelligent, you're smart” or, or, you know, pull me aside and be like,
“You're good at this.” you know, that never occurred. Um, and I guess that's why I
personally, I never thought I was smart. And that's something that I've come to realize
now where it's like, yes, you know, I, I am smart, I am intelligent, […] I think because I
never had that, let's say like I never had a teacher that told me that or I never had a
teacher that was like, “Oh, good job on this” and you know, I always felt I did good in
my heart a little bit… and now I'm like, man, I wish someone would have told me I was
smart. My mom would tell me I was smart in my brother and my sister, and they didn't go
to college. So it's always been like, oh, but I just thought it was normal [for teachers not
to give praise that way] But now I'm like, Oh, you know, “I'm smart, I'm intelligent, I do
work hard and like I should be glad to be where I am.” And that's not something till I
realized until now. So, and which is sad because like, I wish I knew that throughout my
high school or middle school years, but that's, I guess the teacher never really…[pause]
they never really cared.
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The quantitative Likert response survey data related to the CRCTC construct of high
expectations shows both divergence and convergence with the qualitative findings (see Fig. 7).
Nearly nine percent of survey participants rarely or never perceived that TEs had high
expectations for their academic work, while nearly 68% perceived that often TEs did have high
expectations of their work.
Likert Suniey Item Qil : Professors ha\le high expectations for my academic work.
Never
■ Rarely
■ Sometimes in some classes

Often in some classes
in ALL classes

D Often

Figure 8. Frequency of survey responses from Preservice Teacher of Color
participants (n=102) on item Q21.

It is interesting to note that not a single one of the white/European-American survey
participants (n=86) reported the perception that professors “Never” had high expectations for
them (see Fig. 8). That contrast in quantitative data between Student of Color (n=106) and
white/European-American identity groups aligns to the findings from the literature of
undergraduate Students of Color who experience microaggressions due their racial/ethnic or
linguistic diversity (Massey & Owens, 2014; Minikel-Lacocque, 2013; Smith, 2004).
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Figure 9. Comparison of the percentage of responses in the Likert scale for
Item Q21 disaggregated by Students of Color and white/EuropeanAmerican students.

Preservice Teachers of Color perceive TEs of having high expectations for their work in
teacher education coursework less often than do white/European-American students (see Fig. 9).
The importance of high expectations for Students of Color is well-articulated in the literature
(Cheruvu, 2015; Milner & Howard, 2004; Waddell & Ukpokodu, 2012; Watson et al., 2016).
This marked difference in perception of high expectations is concerning in light of the need to
support Preservice Teachers of Color through to licensure and the profession. Chapter Five will
discuss the implications of this finding in more detail, in particular the suggestions for policy and
practice.
Lack of care/relationality. Just as it is described in the literature for undergraduate
Student-of-Color, my group of participants also experienced a lack of relationality and care in
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some of their college courses. Ellen described an experience with a white female professor who
frequently was condescending and impatient with the abilities of students in what Ellen
described as a lower-level math class.
I had a math teacher who everyone knows what I'm talking about and they're like, ‘we
had her too,’ and it was like the way she degraded us [Ellen pauses and looks down
shaking her head back and forth…] Don't teach me like I'm a two-year-old! Teach me
like I'm a 23-year-old showing up to your class all the time.
When asked to describe a time when a professor showed care or support for them, each of
the students could point to one time or one explicit instructor (with the exception of Ani, whose
experience is discussed at the conclusion of this section), but most expressed that was not the
norm. Olivia described it as sort of a scholarly disinterest, “I feel like I've had professors who are
good at what they teach, but it's a very kind of flat line, this is what I'm teaching. You're the
student, I'm the professor. This is information that you need to know.” Being effective at
conveying information and being a good teacher are complex qualifiers that scholarship in
education has struggled with for many years (see Fenstermacher & Richardson, 2005 for a
discussion of teacher quality as it relates to effective/good; and Bogess, 2010 for a discussion of
developing dispositions for diverse contexts).
Nayeli, who I would described as one of the most conscientious students I have taught,
described a situation where she was late to a class because her infant daughter had been up sick
all night.
I had a sick two-year-old who woke me up at two in the morning, and I was debating
whether to take her to the hospital or not at the end I ended up not doing it because her
fever down, so she was fine, but I was not going to come to class. But because I put the
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effort in, I made it and I found ways to come. […] I was the first one that came in late
and I pull up a chair to sit down at the table and she tells me, “Oh, I'm going to allow you
at our table, but just to let you know you're not allowed to talk because you were late.”
[…] And she said, “Oh wait, you're not allowed to present because you were late; you're
part of the outer circle.” And I was like, wow, it made me feel so bad, and I feel like
everything that she had taught us of how we should care for your students and understand
their needs and know that sometimes life happens. […] I think that's something that you
should talk in private with the student and analyze what the situation was instead of
putting them on blast in front of everybody.
In this narrative, Nayeli points to a break down in the reciprocal cycle care that this
instructor had said was important for them to embody as teachers, but the professor did not
embody that level of care herself in the ways that Nayeli expected. Nayeli feeling as though she
had been shamed for a circumstance out of her control in from of other students demonstrates, in
in many ways, a breach of trust in the relationship between her and the professor. Previous
studies on CRCTC demonstrate importance of trust in developing relationships rooted in
Culturally Relevant Care (Jackson et al., 2014; Watson et al., 2016).
It is interesting to note that this professor’s lack of care in understanding and knowing
what her students face is directly oppositional to how the TE Professor Scott—who was cited by
several Students of Color I interviewed as being the most caring professor they had—described
the approach he takes to demonstrate care: “To me, care that has worked is when a teacher is
flexible, when a teacher is transparent, and consistent, and they can talk to me like a human…
and you know they can know me as a person.” Scott’s description of how he embodies care,
while it seems generic on the surface, aligns to the tenets of CRCTC as identified in the
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literature: specifically, that of developing mutual trust. It also resonates in Nayeli describes was
missing in the experience above: if the professor trusted Nayeli’s intentions and efforts to be an
excellent student, she might not have chosen to take her task and punish her in front of the entire
class. When this experienced is looked at from a macro-CRT policy and practice lens, it forces us
to consider how policies and resources are employed (or are not) to develop cultural and
relational skills of teacher educators to help center the needs and experiences of our student
population. The literature identifies that feelings of isolation and exclusion lead Preservice
Teachers to drop out or to change programs (Cheruvu et al., 2015; Mensah & Jackson, 2018). If
we truly wanted to improve the experiences of Preservice Teachers of Color and maintain them
in the pipeline, then we must address the lack of policies and practices designed to do that, as
well as the expenditures of resources explicitly directed towards examining and improving
teacher education.
When I asked Ani to share a story of relationality or care that a professor showed her, she
blamed herself for the lack of care she was shown: “I'm not a very open person about my life, so
I guess it's hard to when I don't really share anything.” The microaggressions experienced by
undergraduate Students of Color in the literature, mentioned in the previous section, have been
reported to lead to stereotype threat (Massey & Owens, 2014; Minikel-Lacocque, 2013; Smith,
2004). Ani is the interview participant that reported the least amount of peer-student diversity in
her PK12 experiences. She also was very reticent to express any claim to identifying a social
justice advocacy stance as a preservice teacher, although she repeatedly identified that she
herself and her brother’s experienced lower-expectations and less care than her white peers.
Ani’s statement indicates a possibility that she has embodied the microaggressions she
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experienced and holds herself responsible for repairing any deficit in the dispositions of TEs in
her coursework.
Alana pointed out that while many professors are nice, “niceness” is different than
genuine care. She did this by contrasting the genuine care shown by Professor Scott versus Dr.
Ada’s [pseudonym] niceness, “I know Dr. Ada she's very nice. She, she's the sweetest lady ever.
But um, I think because it's ….so some people, I think some people just get caught up, caught up
in their own lives.”
These experiences of lack of care and relationality among the participants resonate with
the literature. Newman (2011) found that while positive faculty interactions helped to predict
undergraduate Student of Color persistence, it was also found that these occurrences were
outside of the norm. The African-American participants in the study overwhelmingly spoke to
positive connection with faculty as outside of the expectation based on their experiences of the
institutional culture. While many of the Students of Color surveyed in this study did experience
care from TEs (see Fig. 10), it was at lower frequencies than did their white/European-American
counterparts (see Fig. 11).
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QI 7. I feel cared for by my professors.
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Figure 10. Frequency percentages for Students of Color on item Q17.
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Figure 11. Comparison of the percentage of responses in the Likert
scale for Item Q17 disaggregated by Students of Color and
white/European-American students.
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Experiences of critical care. Several of my undergraduate participants specifically
named Scott (a white, Midwestern, Irish-American teacher educator) as a professor who
demonstrated tremendous care for them as preservice teachers. This was an unexpected finding,
since I did not seek to specifically examine the effectiveness of individual TEs ability to enact
critical care in this study. None of the participants were privy to who else was part of the study.
It was also unexpected for me since Scott is a white male. To be clear, my CRT positionality
doesn’t bias my views in ways that I believe white folks can’t authentically demonstrate critical
care, but my own form of cultural intuition (Bernal, 1998; Pérez et al., 2018), as a white woman
anti-racist critical scholar and educator, has taught me that this is less likely than finding
experiences of care among racially/ethnically matched teachers and students. I would also like to
emphasize that this finding does not mean the other TEs don’t also have Students of Color who
might name them as the most caring TE they had. My eight student interview participants may or
may not have even taken a class with the other TEs interviewed in this study. This is not
designed methodologically as a case study, so I did not purposively collect data that might reveal
explicit relationships and experiences among the participant groups. My purpose here was not to
focus on the success or failure individual TE efforts but come to an understanding of the theories
(CRT and CRCTC) across the COE through individual experiences as well as through survey
data across the COE. Once this finding came up, in regards to Scott and the students who named
him as most caring, it seemed fortuitous and revealing in ways that argued for it to be examined
in this study.
Alana specifically praised Scott for the care he showed her. “Yeah, it was [Professor
Scott] he, I think, he genuinely cares about getting to know us he's. He's my favorite teacher
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[educator] so far. He says he cares, and he shows it.” Olivia also praised the TE Scott when
explaining the ways that she got support after the overtly racist experience at her field site.
The other professor that I was able to seek support in that pre service teaching
experience, just kind of that Professor [Scott] saying, “Hey, I'm here for you. I don't have
the answers for you, and I'm sorry, …but I'm here to support you, so I need you to think
about what it is you want, and I'm here to help you get what you want, whatever,
whatever that looks like. I'm gonna fight for you.” Just because you know, it's obviously I
went to that professor thinking like, Oh, I really hope you have the answer because I
don't, you know, but it was also very refreshing for somebody to just say, hey, I don't
have the answer and I know you don't either. […] But [he said] “I'm here to help you”
and just to know that, hey, even if nothing comes out of this, there's somebody who's
hearing me and who wants to help me fight for whatever it is that I want. Even though I
don't know what it is that I want. Yet. It was really just like overwhelming because I felt
that there was a genuine support there and I felt like it was a safe place for me to have a
very tough conversation.
The university currently expends resources to identify exceptional teaching through
awards programs for faculty and GA that include monetary awards. We can identify TEs with
whom many Preservice Teachers of Color in the COE have had positive experiences; why are we
not leveraging that knowledge and expertise across the college to create policies that would
center teaching and the assets and experiences of our diverse student body? Issues of interest
convergence identified in the literature prevent systemic change from occurring in teacher
education due to white supremacy (Brown, 2014; Sleeter, 2017; Vasquez, 2015). Fasching-
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Varner (2009) calls on white faculty to adopt the ethic of risk necessary to disrupt whiteness and
reveal the problem of interest convergence (see Chap. 5 for discussion of the implications).
Resilience. The literature related to the exceptional persistence of Students of Color in
higher education echoes the experiences and demonstrated resilience that the Students of Color
in this study shared with me. Even though identifying resilience is not explicitly identified as a
purpose of this study, the theme of resilience showed up frequently enough in the discussion of
the elements of CRCTC, it feels important to me that I include those findings here, especially
since the theme of resistance is also prevalent in the larger body of literature on Student of Color
persistence in higher education (McCubbin, 2010; McCubbin & McCubbin, 2013, p. 179;
Luthar, Cicchetti, & Becker, 2000).
Liz had a lot of people tell her that “Latinas don’t make good English teachers.” Despite
this, she is thriving in her program. She articulates how she motivates and disciplines herself to
grow and thrive in spite of pervasive racism and marginalization.
I, I know I get all these, uh, different like change your career, you know, do something
different. Uh, I've even gotten to become a dentist or something. Do something because
I'm always with my hands, but they're just like, you know, I don't think English is right
for you if you keep making these kinds of mistakes. And I was like, well, I think I'm good
in the way that I kinda like, I know it's bad. I take every feedback, you know, and I try to
make myself better, but I do kind of have that voice in the back where I'm just like, well,
my ideas are different. The way I speak is probably different. Doesn't mean I can't teach
English. It doesn't mean that, you know, I just have that way of thinking outside the box
that most people probably wouldn't understand. […] Being like, Hispanic also means
being like, like you said, very smart and making these all kinds of connections that like
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white people wouldn't be able to do, you know, and with those connections, like why
person will read it and be like, what is this person talking about? This doesn't make sense
to me. Whereas through I would read it and I'd be like, they know what they're talking
about. I know what they're getting at. And so like just seeing that, getting all this criticism
that just proves more to like my belief that even though I'm bilingual, even though that
I'm Brown, even though that I'm Hispanic, I can do just as good as any other person that
is white. […] I was always kind of a, I had a good childhood, good upbringing, good
family to kind of support me in my choices. Um, I didn't always consider myself to be
smart, so I always felt like the need to just do better too. I've always grown up to like give
my, all, have been disciplined in sitting down and reading my whole life in middle
school. That's all I did. I, I just went to the library, sit down and read. I had that discipline
instilled in me. […] So there's just a, there's, there needs to be that, that, that inside you
that want that motivation, that drive to just, I dunno, just to become better than what
people would think you believe. Kind of like trying to prove them wrong. (Liz)
Liz’s explanations of developing and embodying resilience are well-aligned with the concepts of
asset-based thinking and critical hope that are two of the key tenets of CRCTC.
When I asked Olivia how her experience of having a white veteran teacher at her
assigned field experience site use a racial slur affected her drive to be a teacher, she said that it
ultimately motivated her to continue to want to teach (see previous sub-category
“Microaggressions”), but she also voiced the internal conflict and personal trauma that followed
that experience and decision. I am deeply appreciative of her words, because while resilience is
an asset, we must have a commitment, the Critical Hope, to continue to fight for change because
resilience is often built through a terrible cost with lasting trauma.
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So has it motivated my drive? Yes. But it also, I think that it also hurts because you
recognize like… you can only try to understand something so much and if you don't
personally, if it, I think that people aren't going to be as frustrated enough as they should
be if they don't feel like it's a personal attack. And so I think that I would love to see just
society in general, but definitely the teaching profession, you know, like you do… It will
be my job too, and as teachers it's your job to advocate for students. So I think that it
needs to get to a place where using words like that word should make you as upset as
somebody as a Person of Color. And I just don't think we're there yet. And that is
frustrating, and it hurts because I, it's like I've heard, I feel like, [pauses in frustration] did
I do something wrong? Do I even have the right to be mad at these people? The person
who said the word, the person who doesn't think it's that big of a deal. My site facilitator
who just seems like she doesn't know how to handle it. Do I have the right to be mad at
those people because I don't think that word holds that weight for them because they
aren't [People of Color]. My mom isn't a Person of Color, so that word means so much
more to me because I feel like it's …such a… like it's just evaluating me as a human
being! So do I have the right [to be mad] because I think that other people just don't
understand. So it's. I think it's kind of been. I'm like, juxtaposed between motivation and
frustration and hurt and the fact that things will change because we do have Students of
Color in classrooms, but are teachers knowing them enough and try it and fighting to
know their experiences enough to, to the point that it makes them just as upset to hear
those words said about them are said in general… to be courageous enough to have a
voice and speaking up against when they hear it.
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Olivia’s words also speak directly to the problem of interest convergence: “people aren't
going to be as frustrated enough as they should be if they don't feel like it's a personal attack”
(emphasis added).
While resilience is one of the many assets that Preservice Teachers of Color employ to
navigate the racialized spaces of schools, it is important to keep in mind that we must analyze
these experiences critically to consider the how to dismantle the barriers that barriers the require
Students of Color to be beyond exceptional in order to make it into the teaching profession.
Chapter Five explores the implications of the collective findings and suggests changes to policies
and practices within the COE.
How do TEs perceive their pedagogical practices and relational practices as aligned
with the tenets of CRCTC? The qualitative findings from TEs have been integrated in this
section with the reports from the survey data in each thematic subsection. The TEs spoke to ways
in which they felt they embodied (or did not embody) the elements of CRCTC in the higher
education teaching within this COE. In keeping with the purpose of the study to center the voices
of Preservice Teachers of Color, the findings are organized according to the thematic structure
that emerged from their data first, then was applied to the TE data.
Political clarity. One way that TE Maddie described political clarity in her practice was
through the topic of disproportionate representation of Students of Color in special education.
We talk a lot about …[disproportionate representation] and about behavior, particularly
with behavior and how teachers [pause] …I spend a lot of time talking to my teachers
about perception and about the way they perceive things happening in the classroom,
might not be the way their students are perceiving it. And I encouraged them a lot to have
a lot of dialogue with their students and not to just assume that their students are being
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jerks or something like that. Um, and we talk about the different cultures that teachers are
coming from different cultures than their students often. Um, and that's why they can't
make those assumptions.
Maddie reveals that, though she does this, nothing in training as an education scholar or
TE prepared her to have these kinds of conversations, “that was not something that we talked
about ever at [the university from which she received her doctoral degree]. Um, it just felt they
weren't particularly good at talking about diversity.” She also spoke to her efforts at selfcriticality, recognizing the lack of political clarity in her own education: “So I've been reading a
lot of disability studies lately and trying to do some self-reflection about the way that I talk
about, about the kids with disabilities because I think, I think I was trained from a deficit
perspective.”
Kate, a white female teacher educator, can only specifically recall one time that she
purposefully brought political issues into the curriculum for Preservice Teachers to discuss.
[We] ended up discussing the [2016] presidential election, the entire class period. But in a
lot of ways I felt like it was one of the most productive class periods that we had because
it gave the students a chance to share their story. And I got some interesting insights into
how different students think. I had students who were in tears because they were afraid
their families were going to be deported. […] One of the things I did say to them is that,
you know, you guys are going to be teachers and things are gonna happen while you're
teaching that you're going to need to or want to discuss with your students. […] And so I
hope I made that point as well because when they're.... but they're teaching things are
gonna happen […] We're not in a vacuum in a classroom or still were part of the world.
We have to be able to address it.
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Scott, the TE most-often cited as caring and supportive by the Preservice Teacher of
Color that I interviewed, said that political topics came into his class frequently.
I do a combination of what we read in the book. Maybe like 15 percent of the, of the, of
the course of the content and the other 85 percent is, um, is real world context. So what
they're seeing in the schools, um, what is happening in, uh, in, you know, in the news,
current events, all that stuff needs to be talked about um with undergrads, with in a
teacher education program because these undergraduate students, these students are going
into school and they're having conversations with kids and teachers.
Bligz owed his ability to easily bring sociopolitical topics into his curriculum as a benefit
of his Black male identity and prior “inner-city” teaching experiences: When “I was teaching in
the classroom, it was easy for me to talk about the sociopolitical topics because they were topics
that resonated to the community in which I identify with.” Bligz’s confidence in his use of
political clarity calls for more attention in the design of future studies. I did not collect data in
this study that allow for an analysis of how his students experience political clarity, but perhaps a
case study that explores his instructional efforts alongside students’ experiences of those efforts
in the same semester might potentially help TE’s for whom it is not intuitive understand how
they might introduce political clarity into their own teaching.
Although these TEs explained ways in which they brought the CRCTC tenet of political
clarity into their pedagogy, there is no current systemic way that TEs are required to examine the
extent to which their pedagogy serves the large population of Preservice Teachers of Color in
this institution. In the PK12 literature on CRCTC, political clarity has been identified a key tenet
of embodying care that is culturally relevant to linguistically and culturally diverse students
(Hambacher & Bondy, 2016; Rhodes, 2010). This lack of systemic policy to center the needs of
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undergraduate Students of Color in this this COE reifies the problem of interest convergence
through allowing colorblindness and ultimately, white supremacy, to flourish unchecked in the
institution (Fasching-Varner, 2009).
Responsive Care. Because the Students of Color had described care as being responsive
to their individual needs, I asked Scott what aspects of his practice might be providing this kind
of effective care for Preservice Teachers of Color.
[A] lot of how I run it, undergraduate courses, this is the exact same way I run a fifth
grade classroom or a sixth grade classroom in that um, you know, making sure that you
connect with each individual student and it's 29 out of the 30 students are engaged. Then
you're not doing your job, you know, all you need to make sure that all 30 students are,
are cared for, and that your instruction is prepared but also specific to each person and
their and their needs. And it's not that hard. It's not that different than the middle school
classroom and it's not that hard. You just have to make it a priority.
Maddie, a white female teacher educator, explained her relational commitment to caring
for special education student when she was a PK12 teacher.
And so they didn't want to be there and they didn't want to do what I was asking them to
do. And so I really had to get into, get into a personal relationship with them, because it
was at that point, it was not just about academic ability, it was about self-esteem and
whether they believe they could do it. Um, so it's a lot of that trying to build them up
instead of tearing them down more than trying to build up what had been torn down.
Maddie followed this up by saying that she does not provide this kind of care in her higher
education teaching. She remarked that she had not thought about that until now, while
considering this question. She said she wasn’t certain why she did not automatically apply the
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same level of responsive care and attention to undergraduates that she did to her PK12 students.
She asserted that it was an important discrepancy on which to reflect. The use of CRT as a
macro-framework pushes her concern into an institutional policy-level consideration. While
slogans and marketing of the university embrace and leverage diversity, this is simply another
example of interest convergence. Existing literature maintains that relationality is vital to
promote persistence and academic achievement for college Students of Color (Anaya & Cole,
2001; Carlone & Johnson, 2004; Hu & Kuh, 2001; Lundberg & Schreiner, 2004; Newman,
2011); however, there are no systemic policies or practices in place that hold TEs accountable to
developing their practice in ways that specifically address this finding.
How do TEs view institutional policies and practices as barriers to enacting
CRCTC? This macro-theme is broken into two sub-categories: Lack of Political Clarity and
Resistance to Change. Preservice Teachers of Color spoke to additional issues related Political
Clarity, but often they were was more frequently related to problems within their teacher
education experiences. For this reason, I created a separate sub-category to specifically identify
the problems related to lack of political clarity that came up during the interviews.
Following the sub-category of Lack of Political Clarity in this section is the data related
to the sub-category Resistance to Change. The themes I have chosen to include in this study have
met two criteria: a) they had a frequency of more than ten codes across all the documents, and b)
they were themes found first in the Student of Color interviews. The sub-category Resistance to
Change is a theme that fits neither of those criteria. I have included it for three reasons: a) it was
a persistent theme within the TE interviews, especially with Bligz, the only TE of Color; b)
resistance to change in relation to race and racism is likely to be connected directly to the
problem of interest convergence that I have used as one of the key tenets of CRT as my macro-
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theoretical lens; and c) undergraduates only experience two semesters of teacher education
classes with little to no access to leadership decisions and policy making processes; thus, they are
unlikely to be able to evaluate the ability of the institution to create meaningful change. The TEs
have the benefit of access to knowledge about decision-making processes, experience across
multiple higher education institutions, as well as in multiple PK12 schools, and thus can evaluate
how decision-making and change might be possible, though might not occur.
Lack of political clarity. Maddie brought up the issue that Preservice Teacher of Color,
Olivia, raised, highlighting the problems of colorblindness in higher education and especially
teacher education. Maddie does this by discussing her own training as a TE and scholar.
I don’t feel like I've been trained at all to have these conversations. I think we need to be
trained. I mean it could be something that's built into if our professors did it, like have
those conversations in our classes, we might learn ways to do it and not do it. [The
university where I got my PhD]; they do not… They don't talk about it, they don't
acknowledge it, that diversity exists. Like it's just not…[pause] And if you do bring it up
and they're like, “no, we don't do that.”
Hambacher and Bondy (2016) identify three key ideological tenets of CRCTC that are
necessary for it to be enacted by PK12 educators “for whom it is not intuitive:” asset-based
thinking, political clarity, and critical hope (p. 329). Asset-based requires recognition of the
intellectual, cultural, and socio-emotional strengths of marginalized students through an
understanding of their lived experiences. Duncan-Andrade (2009) defines critical hope as “an
audacious hope” (p.191) that does not turn away sociopolitical realities that will create barriers
and set-backs. Both of these require political clarity. If doctoral teacher educator programs
continue to employ a colorblind and approach, and only seek to address racism through interest
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convergence (Crenshaw, 2011; Neal, et al., 2015), TEs will not have access to opportunities to
develop the tenets of CRCTC that have been identified in the literature in PK12 studies
(Hambacher & Bondy, 2016; Rhodes, 2010; Watson et al., 2016).
Resistance to change. The five TE interviews analyzed in this study contained multiple
references to a resistance to change. Notably, the TE who spoke most frequently to the need to
change throughout his interview was Bligz, the only TE of Color who participated in the study.
The concept of interest convergence from CRT theory tells us that white supremacy (both
systemically and individually) resists change, unless it has a direct benefit to those already in
power (Fasching-Varner, 2009). Therefore, this theme of resistance to change is particularly
meaningful to this study. Kate articulated the need for drastic changes to teacher education.
I think the whole program needs to be exploded. I think that the program is very similar
to the program I've went through in the mid-nineties. The world is very different now
than it was in the mid-nineties. But the structure, the way we teach has not changed. I
think the whole thing just needs to be exploded...and… What that should look like, I
couldn't tell you, but I do think that the whole structure of how we teach teacher
education needs to be just completely rethought—it doesn't work anymore.
Scott articulated the need for change in a similar way and in doing so, his explanation points to
the issue of interest convergence.
The issue I have with the teacher education structure is that I don't feel like it's, it's
flexible, and I don't feel like it changes fast enough for, you know, for society. And I feel
the same way about the teaching profession and uh, the school context. These are giant
structures and they're like, it's just ends up being, you know, [pause] you either transform
a structure or you reproduce a structure. We're just reproducing the same structure over
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and over and maybe because it's so complex, you don't know, we don't know if it's
hurting or detrimental to students and, you know, what is comfortable to us.
“Comfort” is of course a privilege of whiteness and power. It is shorthand to identify those who
already have power and who risk losing it (Zembylas, 2018). Even though Scott does not
precisely name the problem of racism, he names the reproduction of a culture that he sees as
potentially detrimental to students: “Students” in both senses, the preservice teachers and their
future PK12 students.
When I asked Bligz what he thought needed to happen to improve the experiences of
undergraduate Students of Color, he immediately pointed to the lack of change and responsivity
of the institution. “We're teaching yesterday’s students yesterday’s methods. We're training
teachers to be teachers of yesterday's students with yesterday's methods. The diversity that comes
to school districts across the country is not stopping.” Bligz then explained the problem of decentering the needs of a diverse student population.
I see no connection to put the student first. I don't see the students put first …So if that's
the case, then you know, even at this level, we're not making the changes for what we do
here for the student…. That's where I see all of this being confused.
Bligz also passionately articulated the need for us, as developing TEs, to take on the
responsibility for radical change in the face of intransigence within COE.
Those people that are in charge [administrators], they're not as aggressive as they need to
be. For us as a cohort to challenge them with this validating principle would be
something that they couldn't deny. So I kinda feel like we can make a change or we can
make a good stride and attempting a coup to make this change right now.

121

The current hierarchical structure of most top tier universities maintains a system in
which the voices of those most marginalized will be least heard. Tenure track professors are
mostly assigned (or may choose) to teach only doctoral students. The completion rates of
doctoral students are part of the dataset which determines the success of top tier universities;
thus, they are typically given the most funding for their education. Undergraduate courses are
primarily taught by doctoral GAs and contingent faculty. These faculty, through hierarchical
policy, have less opportunity for access to decision-making committees and positions. This
pyramid of power ensures that the voices of the marginalized are the ones with least access to
power. It is no surprise then that studies suggest that top tier doctoral-granting institutions and
institutions where many undergraduate courses are taught by part-time faculty exhibit lowerlevels of undergraduate persistence (Eagan & Jaeger, 2008). The value of employing a CRT lens
is that we must reveal and seek to disrupt these systemic conditions. Chapter Five proposes
policy changes for this COE in order to attempt to do just that. While I am hopeful that some of
these might be heard and even enacted, I understand the reality of my relatively low-power status
in this COE. I employ critical hope through my commitment to continue my career as a critical
TE and scholar to add to the voices of those demanding change and to keep pushing in way for
institutions to be transformed.
EFA Results and Integration
Exploratory Factor Analysis (EFA) was performed to answer the following research
question:
•

What foundational elements of CRCTC are most relevant to Preservice Teachers
of Color in this specific context? (QUANT & QUAL)

Integration of EFA results with qualitative findings. Integrating the qualitative
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findings with the data from the EFA does indeed provide opportunities to point out convergences
and divergences in the integrated dataset. Freshwater & Fischer (2015) urge the research
community to carefully consider what it means to integrate data and to value dissonance as much
as convergence when attempting a transformative design. In doing this, I can consider how the
statistical results from the EFA integrate with the data from the interviews to show both
convergence and dissonance. This integration does not provide demonstrative answers about how
this population as a whole experiences CRCTC but does offer up more questions to explore and
pathway forward to revising the instrument for future use based upon the results.
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The two key themes form the qualitative data were political clarity and relationality.
Interview participants spoke to a need for them as well as a lack of consistently experiencing
them in their coursework. Figure Twelve demonstrates how these themes overlap with the factors
identified in the EFA results.

Qualitative Theme:

Qualitative Theme:
Warm-demanding
high expectations

Political Clarity/Lack
of Political Clarity

EFA Factor 1:
Culturally
Relevant
Pedagogy

EFA Factor 2:
Critical
Teacher Care

Qualitative Theme:

Qualitative Theme:

Genuine/Authentic
Care

Relationality

Figure 12. Visualization of integrated EFA factors and qualitative findings.

When examining the loading values (see Table 5) of the survey items, there is both
dissonance and convergence. Consider the loading value and of item Q13, Professors show an
authentic interest in my home culture and language, which is 0.805. This one item has the
highest value in both factors. The item is related to both the issues of care and to cultural
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identity. The convergence here creates triangulation of the findings and results and encourages
further study at the intersection of relationality and cultural identity in teacher education. Indeed,
other items support that convergence as well (see Table 5, Items Q18 and Q10). The sub-theme
of warm-demanding high expectations also presents an area of convergence when reviewing
values for Q23: Professors hold students to high expectations using general encouragement. The
most frequent theme of Political Clarity demonstrates convergence at Item Q22: Professors
encourage students to critically engage with course content, their peers, and themselves. Again,
these data integrations do not specifically answer my research question, but they invite further
examination of these aspects and more attention to explore how teacher education might be
transformed to resist white supremacy and promote the teacher licensure attainment for
undergraduate Students of Color.
It is also important to point out what I see as a one area of seeming dissonance when
integrating the findings. I had hypothesized that specific lessons and discussion related to racism
and white privilege would not come up in most teacher education courses. I had expected then
due to the prevalence of the theme of political clarity in the qualitative data, that the survey item
Q29 (Professors include lessons or discussions about racism and White privilege) that this data
point might reveal values in the EFA that were just as remarkable as the ones related to
relationality, but they did not. Given the findings from the participants on the theme of lack of
political clarity, this curiosity suggests that there is ambivalence in this perception of often race
and racism is brought up in coursework. Perhaps improving the sensitivity of the survey
instrument and moving to a seven-point Likert scale could help tease out more meaningful
differences among perceptions. Also, during the interviews, students frequently told me that their
specific English Language Learners course and the Multicultural Education course were the only
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places that these topics were brought up. That is meaningful and perhaps should be built into the
survey item or into an entirely different study that examines political clarity within courses that
are specifically devoted to political concepts. The differences in perception on this item might be
closely related to students’ experiences. When asked if discussions of race and racism showed up
in classes, Jess replied “We say ‘don't be racist,’ but that's it. We don't, I guess we don't really go
into [it…].” From my perspective (as well as the perspective of most of my participants)
mentioning that racism is bad, or simply present, is not a meaningful discussion of race. But
from the perspective of someone who rarely hears the word brought up in educational settings,
perhaps this feels significant and memorable. The dissonance here certainly invites scholars to
further examine the issues of political clarity in teacher education coursework specifically as it
relates to race and racism.
Chapter Four Summary
Chapter Four laid out findings and results from the data collected in this study. I
presented the qualitative findings organized according to the research questions and then within
themes from the coding rounds. I first focused on the voices of the undergraduate Students of
Color and then laid out findings from TEs. Integrated within the qualitative findings are the
related frequency graphs from the survey data. I then presented the findings from EFA and
examined instances of convergence and divergence when integrated with the qualitative findings.
Chapter Five will explore the implications of these findings, present the limitations of this study,
and offer suggestions for systemic change as well as areas for future study based on the
implications.
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Chapter 5: Discussion of Implications
Chapter One described the rationale for this study. Chapter Two provided a foundation of
empirical and theoretical literature relevant to the topic. Chapter Three outlined the study design
and procedures, while Chapter Four provided the analyzed findings and results along with a
presentation of integrated data. Chapter Five discusses the implications of these findings on
policies and practices for Students of Color in particular and for future critical teacher education
scholarship. I have organized these data through a focus on problem of the teacher diversity gap
and the theoretical frameworks of Critical Race Theory (CRT) and Culturally Relevant Critical
Teacher Care (CRCTC). The words of critical education scholars Garcia and Okhidio (2015)
resonated deeply with me as I developed and organized this chapter: “We can no longer assume
that the organizational structures of our current institutions will adequately meet the needs of
underrepresented students. Instead, we must find ways to serve them [...and] place their needs at
the center” (p. 355).
Using CRT to Interrogate Teacher Education
One of Brown’s (2014) most prescient findings in his meta-analysis of the literature on
Preservice Teachers of Color was the lack of a focus on race and racism in most of the studies.
Olivia’s experience alone could be case study for examining racist school climates within the
problem of the teacher diversity gap. It shines light on the intricate web of racism and white
supremacy that tangle throughout a reciprocal process of teaching and learning from PK12
education through teacher education. The significance of this study is revealed through the
context: situated within a tier one research university in one the most diverse higher education
institutions in the U.S. We must address the ways in which the system is designed to prevent us
from easily and directly grappling with issues of race and racism within one the most diverse
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educational spaces in our country. Olivia’s experience resonates on both an individual and a
systemic level.
Her story reminds us that white supremacy is so much a part of our educational system
that racial slurs used by a veteran white teacher to describe elementary Students of Color were
labeled a “difference of opinion” by the TE who was responsible for helping Olivia debrief her
field experiences. The field supervisor’s goal, in theory, is to help preservice teachers learn from
field experiences in order to build the expertise needed to become an excellent and effective
teacher in a school district that is represented by over 70% Student of Color4. What does it mean
that her field supervisor could not acknowledge this event as deeply racist and dangerous for the
elementary students as well as traumatic for Olivia? The Field Experiences Coordinator
responsible for Olivia’s placement did respond immediately by changing her placement to a
different school. While this was needed and appropriate, it is a response that refuses to confront
the pervasiveness of racist climates in the schools in which we develop our TEs. It is a response
to the individual needs of the moment and supports through interest convergence a status qu of
accepting racist PK12 environments rather than committing to transform them alongside PK12
teachers and administrators (Trout, 2018). I am furious on behalf of Olivia and disgusted by the
colorblind way this white field supervisor ineffectually tried to mentor her through the
experience. But that fury and disgust are not particularly useful. I must remind myself that real
change is about developing a collective fury and disgust among many teacher educators willing
to divest themselves of complicity with white privilege enough to taking risks that will push for
systemic change. By using a CRT lens throughout my nearly two-year dissertation process, I
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have become adept at stepping back from my individual response to consider a systemic
analysis.
If all of the TEs and administrators involved were prepared to acknowledge this as a
systemic problem, the response to this event would look quite different. Indeed, if the racist
climate of our educational spaces were acknowledged openly within the COE and if a response
was developed using the lens of CRT, it would require a commitment to interrogate the
infrastructure of the policies currently in place (Crenshaw, 2011): how we critically engage with
field placement school sites, how we select and develop field supervisors, and especially how we
allocate money within the COE for the purposes of field education for our teachers. In this COE,
there is one full-time clinical faculty member to coordinate, allocate, and oversee the field
experiences for more than 300 preservice teachers within a school district that is one of the top
ten largest in the nation. With limited resources, especially in human capital, how are we to
develop the relationships necessary to build the trust and commitment that sociopolitical change
requires? If we were to seriously take up an anti-racist stance, it must involve an institutional
response, not only one by the field coordinator to protect the undergraduate student (What about
the PK12 students in that school?), but one that examines how our current practices reify white
supremacy and accept racism as the status quo.
For example, the way in which curriculum is determined in higher education leaves much
decision-making up to the individual instructor. In this COE, most undergraduate courses are
taught by doctoral GAs. Those GAs are assigned a “mentor” tenure-track faculty member but are
not provided any consistent or cohesive professional development or even minimal training.
They are given a prepared syllabus, which they may or may not be given permission to change.
Indeed, there is no written expectation for what that “mentorship” between a tenured faculty and
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a GA is supposed to entail. Unless there are complaints of some sort leveled at the GA, they
potentially have the freedom to carry out the course in whatever way they might choose. It was
my experience, and the experience of three other TEs in this study, that as GAs, we had little to
no contact with our “mentor” other than submitting the syllabus in the week before classes
began. The problematic use of contingent faculty, including GAs as primary instructors for most
undergraduate courses is well-documented in the literature (Eagan & Jaegar, 2008; Jaegar &
Eagan, 2011; Kezar & Sam, 2014; Garii & Petersen, 2006; Scheper, 2017). If we were serious
about preservice teachers developing the dispositions and skills necessary to disrupt racism in
schools, this is not the system that could ever carry out such a mission. The current system is not
a system that is likely to carry out excellence in any form with this lack of communication,
leadership, oversight, and low expectation.
Interest convergence. Using the macro-framework of CRT allows me to consider how
interest convergence shapes policies and practices around efforts to disrupt racism. Specifically,
we need to examine why policies around faculty development, tenure, and promotion have not
been shaped to value teaching expertise and Culturally Relevant Pedagogy: not only so that it
explicitly centers the assets and experiences of our very diverse student body, but also in order to
have a critically conscious group of TEs who are working to disrupt the catastrophic effects of
racism that have been documented within education for years in the literature (Brown, 2014;
Sleeter, 2017). Instead, the current tenure and promotion process requires very little data related
to evaluating the quality of teaching and the explicit experiences of students (Citation suppressed
to maintain anonymity). In order to bring out a disruption of white supremacy, the tenure and
promotion system might require, for example, letters of reference from a range of diverse
students in each course, anonymized narrative evaluations from doctoral students on the quality
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of mentorship and guidance they received from their chair(s) and committee members, and
course evaluations disaggregated by demographics to identify who is benefitting (or not) from
the teaching and mentoring efforts. If we are to enact real change that disrupts white supremacy,
it must happen through revising institutional policies and practices. If it does not, then the effects
of interest convergence will maintain the status quo in higher education.
Interest convergence plays a clear role in the lack of criticality in field experiences. It is
in the interest of the College of Education (COE) to maintain good relationships with the schools
in which they place candidates; requesting open dialogue about racist school climates among the
school site administrators and involved TEs is not a course of action that would likely benefit the
ability of the COE to maintain positive relationships with district schools. If the system, as it is,
maintains a status quo of current power relationships, then it would not be in the best interests of
those in charge of administrating the college to add resources that might jeopardize the current
system of power. The practices of COEs need to be examined to reveal both the explicit and
implicit ways that Students of Color are exploited rather than supported.
How might it look if we could subvert interest convergence, if we had institutional
leaders who took risks that jeopardized their own power in order to transform the system in ways
that might raise up students who have typically been marginalized? What if the response to this
incident by COE administrators to Olivia’s experience had instead prompted larger discussions
across the department and college about how to prepare teachers to navigate and disrupt racism
in their daily practice? What if it led us as individual TEs to question how our decisions might be
complicit with a racist system of education? It is Duncan-Andrade’s (2009) call for critical hope
that helps me frame these questions not only as critique of a racist system, in which I am
complicit, but also as a pathway to disrupt that systemic racism. I’m not suggesting that there is
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an easy answer to heal the trauma Olivia has experienced—or to quickly transform the system
that inadequately responded to the incident—but I am suggesting that the experience of Olivia,
as well as other data in this study, suggests a deep need for change within this COE that is
supported by the other literature on Preservice Teachers of Color (Au & Blake, 2003; Brown,
2014; Cheruvu et al., 2015; Mensah & Jackson, 2018; Sleeter & Milner, 2011).
The questions posed by Fasching-Varner (2009) are a useful way to consider
interrogating teacher education through both an individual and systemic lens:
•

[W]hat efforts (or lack of efforts) do faculty make to incorporate concepts of
social justice, equity, and diversity in all courses to share the responsibility and
commitment to diversity as opposed to leaving responsibility to one faculty
member charged with addressing issues of equity and diversity in a singular
course? […]

•

Where is white privilege conferred to students?

•

[H]ow do I use white privilege in my interactions with students?

•

[H]ow do learning experiences in my courses operate in support of institutional
racism? […]

•

[How might] I challenge my students, colleagues and other scholars to ‘do better’
as well. (pp. 826-827, bulleted formatting added here)

While Olivia’s story provides a point at which to begin addressing the implications, it is
important to remember that change is needed to address responses to not just overtly racist
experiences, but also to disrupt the pervasive problem of subtler yet deeply embedded forms of
racism that are revealed through the microaggressions experienced by each of the Student of
Color interview participants in this study. These findings align well with the already existing
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literature on microaggressions experienced by undergraduate Students of Color (MinikelLacocque, 2013; Solórzano, 1998; Yosso, et al., 2009). If we apply the CRT tenet of the
centricity of experiential knowledge, we must also consider how the voices of Preservice
Teachers of Color in this study indicate a need for policies and procedures that can help all
faculty identify and work to resolve implicit biases that result in microaggressions and additional
barriers for already marginalized students. In particular, the barrier of low expectations. Studies
also suggest that efforts to enact culturally responsive and relevant pedagogy across coursework
has the potential to reduce the impact of institutional racism and incidents of individual bias that
inhibit persistence towards licensure (Gay, 2010; Hora, 2012; Ladson-Billings, 2014; Yosso, et
al., 2009).
Implications Related to Critical Care
The findings from both the Students of Color and the TEs in this study suggest that
relationality is a vital component of positive and successful experiences in teacher education for
Students of Color. This is also supported by the literature which asserts that positive facultystudent relationships have been shown to play an important role with undergraduate Students of
Color in terms of retaining them in academic programs (Carlone & Johnson, 2004; Lundberg &
Schreiner, 2004; Newman, 2011) and increasing academic growth (Anaya & Cole, 2001; Hu &
Kuh, 2001; Lundberg & Schreiner, 2004). The findings here revealed that CRCTC is a
meaningful framework to the participants of this study and therefore a useful framework with
which to conceptualize change in teacher education.
Using this framework requires that change be framed though a critical lens. If we use
interest convergence to examine the issues around lack of relationality, they would likely point to
ways in which teaching is de-centered in COEs within many research universities. Tenure-track
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and fully tenured faculty often decenter teaching in favor of scholarship and research that is
required for them to proceed through the tenure process. I, as well as other TE participants in this
study, experienced tenured faculty (positioned as mentors, supervisors, and gatekeepers to
completing our doctoral degree) telling us to prioritize our doctoral studies over the needs of our
undergraduate students for whom we served as teacher educators in our GA positions.
The context of education will be always, of course, fraught with competing priorities.
Yet, we must consider the implications of decentering teaching at the highest level. More
examination of the attention to teaching and student-centered practice within teacher education
might lead a vision for positive change and improvement in the area of relationality and care for
which the literature supports a need (Carlone & Johnson, 2004; Lundberg & Schreiner, 2004;
Newman, 2011; Trout, 2018).
Implications Related to Political Clarity
Hambacher and Bondy (2016) identify political clarity as one of the three key ideological
tenets of CRCTC that are necessary for it to be enacted by educators. Political clarity is rooted in
Freirean (1985; 2007) philosophy that recognizes the reproduction of social injustice in
education and therefore calls educators to work not only as an academic facilitator but also as an
advocate for social justice alongside students (Bartolomé, 2009; Beauboeuf-LaFontant, 2002;
Darder, 2015; Freire, 2007; Gorski, 2011, 2014; Hambacher & Bondy, 2016). Our system of
educating teachers treats political clarity, in particular discussions of race and racism, like a short
chapter in pedagogical theory textbook, rather than as a consideration for how to navigate daily
teacher practice. This is another symptom of interest convergence and white fragility (DiAngelo,
2015; Matias & DiAngelo, 2013). According to Preservice Teacher of Color, Ellen, “it [racism]
should be something that everyone's talking about.”
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When I asked the Students of Color at the end of each interview what kind of
professional development they thought TEs should participate in to better serve the needs of
Preservice Teachers of Color, several suggested that TEs need development that will help them
better understand the racialized experiences of Students of Color. While preservice teachers
don’t necessarily yet have the expertise to design professional development, they made
suggestions by pointing out TED talks or describing situations in which they themselves were
able to speak to sociopolitical issues with honesty and courage. Thus, their input and wealth of
cultural knowledge would be of great value to such an endeavor.
Examining Olivia’s story through a CRT lens also forces us to see how the lack of ability
to adopt political clarity leads to the ineffectual outcomes of a bankrupted multicultural
education (Crenshaw, 2011). Bankrupted in part because of the lack of criticality, which LadsonBillings (2014) identified as the missing link responsible for the unfulfilled promise of Culturally
Relevant Pedagogy as it is currently employed by so many institutions, schools, and TEs.
Currently, what the participants in this study have revealed as their development into culturally
responsive educators in one of the most diverse school systems in the nation is aptly framed by
Jess’s explanation of how her teacher education courses prepared her to deal with racism in
schools, “We say ‘don't be racist,’ but that's it. We don't, I guess we don't really go into [it…].”
Brown’s (2014) metanalysis of the literature confirms this experience: even in studies explicitly
focused on Preservice Teachers of Color, few of them center issues of race and racism. More
studies must be focused on the systemic issues.
Maddie’s experiences developing as a TE and now as a junior tenure-track faculty
member echo this issue as well. She had the critical self-reflexivity to recognize that she did not
feel in any way prepared to have discussions related racism. This is despite the fact that she and

135

each of the five other TEs whose interview data was analyzed for this study identified a need for
exactly that. Maddie’s experiences alongside the experiences involving lack of political clarity
experienced by Students of Color imply that a closer examination of how TEs are developed
inside of doctoral programs, within clinical programs, and among existing tenure-track faculty
needs to be examined more closely. Fasching-Varner (2009) extends Ladson-Billings’s (2005)
work by using CRT to examine racism in preservice teacher education as well as critique what
Dixson and Rousseau (2005) identify as a tendency to overuse individual storytelling in CRT
experiences while simultaneously undervaluing a critical examination of systemic policy and
practices that was a foundation of Critical Legal Studies (Crenshaw, 2011). Fasching-Varner
(2009) identifies ways in which he is complicit in the racist system and documents, through the
use of the CRT concept “whiteness as property,” how this complicity works together with a
culture of persistent colorblindness and white fragility to protect white supremacy and the system
that maintains it. Maddie’s experiences developing as teacher educator at another Tier One
research institution help to triangulate my own experiences with interest convergence and
persistent colorblindness in this COE (as well as those of two other TE participants who were
GAs and teacher education doctoral students at the time of their interviews). These experiences
align to the finding of other CRT scholarship in higher education: implicit and explicit actions
that reify racist systems and maintain the status quo of white supremacy in COEs (Hernández,
2016; Marrero-Lopez, 2015; Mensah & Jackson, 2018; Patton, 2016; Sleeter, 2017).
Fasching-Varner (2009) maintains, alongside Ladson-Billings (2005) original claim, that
the “team” of teacher educators collectively is “still not alright” and it is still mostly white. There
is a still gap in literature for CRT framed empirical research about TE development in particular
(Brown, 2014). The findings in this study support a need to fill that gap. Despite the fact that
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most state and national standards developed to measure preservice teachers’ readiness to
effectively teach autonomously require evidence of culturally responsive teaching and/or a
commitment to diversity and equity5, very little about the system of teacher education reflects an
actual commitment to develop teachers in this way. The lack of critical scholarship on the
practices of teacher educators is evidence of this. More CRT framed scholarship is happening in
teacher education, but there has been little systemic change alongside these mounting efforts.
Given that, the success of neoliberal enterprises to provide teacher education that is
(superficially) responsive to the need for a diverse teacher workforce is not surprising, because it
is fed by our own unwillingness to adopt self-reflexivity and take the actions necessary for
change (Vasquez Heilig & Jez, 2014; White, 2016). It is also no wonder that policy makers are
skeptical of our efforts and that this skepticism works to further destabilize teacher education
within higher education and promote neoliberal take-over of teacher education (Clark,
Plachowski, Singh, Smith, & Walls, 2017).
Suggestions for Changes to Policy and Practice
The previous sub-sections explored implications in relation to the themes of the study as
they aligned to the frameworks. This sub-section succinctly outlines suggestions for changes in
practice and policy within this COE based on those implications. The recommendations are
organized into two areas to make it clear that while systemic change is need, organizational
change is complex and challenging. If we are to maintain Critical Hope (Duncan-Andradé, 2009)

5

It should be pointed out that inclusion of these concepts (culturally responsive teaching and/or a
commitment to diversity and equity) in preservice teaching standards have not necessarily led to
an improvement of such pedagogy in the PK12 classroom. See Cabrera and Corces-Zimmerman
(2017), Hammond (2015), Ladson-Billings (2014), Trout and Basford (2016) for more
examination and discussion of this issue.
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we must have clarity about the enormity of the tasks ahead of us as well as use strategic
measures to seek change now, and document small steps as the pathways towards organizational
and systemic change. The long-term changes are in that category because of the need for a
bureaucratic process to implement the change. Some of the immediate changes suggested for
faculty might be implemented voluntarily, through incentives, or through a change to the local
departmental practices. In order to make them required, it will necessitate a long-term plan to
change contractual language and/or tenure and promotion policies.
Immediate changes to policy and practices.
•

Create a committee of diverse instructors and students who meet four to six times a
year to collect, disaggregate, and present mixed-methods data through a critical lens
to examine the how well our practices meet the needs of our diverse student body.
o This committee will present its findings every two years in a white-paper
format that will be distributed to all instructors.
o This committee will organize a half-day conference to discuss emerging ideas
or conduct intragroup and intergroup dialogue among instructors towards the
goal of improving TE practice while centering issues of sociopolitical
marginalization relevant to our local community.
o Pay contingent faculty, GAs, and undergraduate students for their service and
work on this committee.

•

Invite all instructors who are teaching one or more teacher education courses in a
given year to conduct a self-study to how examine their syllabi, instruction, and
relational efforts will meet/have met the committee concerns/recommendations from
the most recent committee white paper.
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o Incentivize this with grant monies or stipends for the work of the self-study.
o Make the self-study findings available to all faculty and students.
•

Create on-boarding and professional development that is required for all GA’s the
semester before they begin teaching.
o Use recommendations from the committee’s white paper to develop/revise the
onboarding and development process every two years.
o Include licensed teacher alumni as consultants to help guide what is needed
for these experiences and pay them for this consulting work.

•

Incentivize all faculty to participate in various elements suggested above by making
attendance/participation required for the chance to apply for travel and research
funding allocated by the COE.

•

Cohort preservice teachers to help develop additional communities of support and
practice as they move through their teacher education experiences.

•

Develop a series of interdisciplinary classes in collaboration with the Gender and
Ethnic Studies department to provide an Ethnic Studies Teacher Education certificate.
o Create graduate study scholarships for students who complete the certificate.

Long-term changes to policy and practices.
•

Allocate permanent funding for additional full-time clinical faculty to support
preservice teachers in field experiences and to simultaneously support PK12 schools
who provide these valuable sites for our candidates.
o Developing sustainable, trusting, and mutually beneficial relationships
through regular engagement with a diverse group of faculty members and
PK12 educators across diverse communities will help to strengthen both
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educational systems and allow us to keep each other accountable to needs of
the communities we serve.
•

Require all full-time teacher education faculty to engage in clinical supervision or the
development of the field experiences program as part of their load every two years at
minimum.

•

Require faculty to participate in the above-mentioned conferences as part of
continued access to teach teacher education courses and advance in tenure.

•

Revise tenure and promotion to require additional metrics that focus on centering
teaching and Culturally Relevant Pedagogy.

•

Make all resource allocation transparent and accessible to faculty and students.
o Invite the COE community to participate in an annual financial “talk-back” to
discuss concerns and plans related to resource allocation and spending.

•

Require all administrators (including department chairs) to yearly present in a public
forum about how they are serving PK12 educational needs and goals of the local
communities of color and how they are serving the needs of our diverse student
population within the COE though their efforts.

•

Require all white faculty to yearly attend a professional development session on
disrupting white privilege and dismantling white supremacy.
o Part of this requirement is that they present how the new information will help
them add to their current pedagogical and collaborative practices in the
department.

•

Require that all hiring committees ask candidates to identify ways in which they
would work to dismantle racism and white supremacy in their work.
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•

Require administrators and deans to annually report out publicly about how their
efforts have worked to benefit communities of color and disrupt white supremacy in
the institution.
o Require them to make this report inclusive of disaggregated surveys about
how Students of Color feel served by the institution as compared to white
students using a QuantCrit analysis.

Reflexivity, Criticality, and Methodology
As discussed throughout this dissertation, one of my key goals throughout the process
was to be hypervigilant to the ways in which whiteness and hegemony is present within me and
to reveal and (attempt to) disrupt how it might show up in my efforts to enact a critical study. My
first attempt to ingrate data was frustrated by my inability to move past the lack of statistical
significance in the quantitative MR analysis. I felt as though the quantitative findings I had were
not acceptable without statistical significance. Upon reflection during that period of frustration as
well as guidance by my committee members, I was able recognize the power of hegemony as
enacted through my own initial assumptions that there is no value to quantitative results that are
not statistically significant. I should also say that I had a very emotional investment to getting the
quantitative analyses “right” and an equally emotional response to seeing that there was no
statistical significance and therefore, no MR results to report. I can clearly see the effects of
white/Eurocentric hegemony within me as a developing scholar now that I have had space away
from those intense moments during the dissertation process, as well as guidance from and
dialogue with my committee members who encouraged me to be more reflexive and transparent
about this experience in order to enact the theory I profess to use as a framework. Certainly, the
work of coming to the other side of that disappointment, fear, and paralysis during the process is
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an excellent example of how Garcia and Mayorga (2018) articulate the need to criticalize the
analyst and well and the analysis of the data sets. This experience and realization also affirm for
me the need to do critical research within a community of diverse scholars committed to selfreflexiveness and social justice. I feel that I was held accountable for rigor in this work by my
committee through a key aspect of CRCTC: warm-demanding expectations. Completing future
studies in isolation or in white-centric/homogeneous research communities could not possibly
allow for the same level of loving, yet critical, accountability.
Suggested Future Research
The findings demonstrate that CRCTC is a meaningful theoretical construct for centering
the experiences of Preservice Teachers of Color. Future research using this construct along with
a revised survey instrument done at multiple COEs serving diverse student populations could
help us understand commonalities as well as unique implications for multicultural teacher
education within each context. The revised survey instrument could potentially be used to
provide findings that help TEs construct self-studies of their own practice in collaboration with
the students they teach. In particular, a survey instrument that asks preservice teachers about how
they value different aspects of care and political clarity could provide results to support ways in
which we can transform our TE practice. As suggested earlier, studies done by scholars of color
to examine racial/ethnic identities particular to a geographic context would be a meaningful
contribution to the field of quantitative criticalism. The findings here also suggest that TEs need
to examine the ways in which the practice of TEs responds to the educational needs of their
particular student population. Transformational mixed-methods studies undertaken by a
collaborative group of racially/ethnically diverse education scholars across hierarchical roles in
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the COE might be a novel way to approach the first steps toward inter-group dialogue and a
focus on anti-racist pedagogy.
The need for collaborative transformational action research cannot be undervalued in
light of these findings. Given the reciprocal nature of teaching and learning throughout PK20
educational contexts, it would be both innovative and valuable to create a collaborative multiple
self-study approach to examining CRCTC across the PK20 landscape in this particular context.
The make-up of this collaborative inquiry group might look like this a veteran inservice teacher
in the local district, a novice recent alumni inservice teacher, a current preservice teacher in their
student teaching semester (who is ideally mentored by the veteran inservice teacher during field
experiences), a GA teacher education doctoral student currently teaching in the COE, and a
tenured teacher education faculty member currently teaching doctoral level teacher education
coursework. This group could bring their self-study experiences together to powerfully and
transformatively examine the challenges and benefits of critical educational praxis. Additionally,
case studies that examine the trickle-down effects of COE policies and practices traced through a
set of connected relationships and cyclical iterations of teaching and learning (like the
collaborative inquiry team described above) might yield particularly valuable insights on how
systemic policies affect our entire community of teaching and learning across the PK20
spectrum.
The dataset from this study alone deserves also more analysis. In particular, looking at
quantitative correlations across all the demographic items and conducting t-tests might yield
results that warrant further examination. As part of the interviews, much data was collected on
the participants perceptions of why the teacher diversity gap is a threat to public education.
Through the coding process, lots of data relating to the PK12 experiences of the participants was
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discussed. Since the locus of this study was in higher education, those experiences were not part
of the analyzed dataset for this study, but they warrant examination in a future study. Examining
the same data set and recoding the data with help from a collaborative group of co-researchers
and a focus on the CRT concept of intersectionality might reveal additional complex ways that
hegemony creates barriers for marginalized students. Moments throughout the interviews
revealed various forms of persistence and resilience demonstrated by students. A study focusing
explicitly on the resilience of these participants as revealed by their stories would also be
meaningful and potentially inspiring to other Preservice Teachers of Color. A study focused on
these findings could contribute to the literature in that general area as well. Finally, full analysis
of all eight TE interviews for emergent themes related to their experiences within the COE might
yield findings that point to issue needing study in this particular context.
Limitations
The limitations of the study are multiple. First, its narrow focus on a single undergraduate
teacher education program limit the ability to understand implications in other types of licensure
programs, such as in alternative route to licensure programs which have recently been shown to
attract more People of Color than do traditional undergraduate programs (Putman, et al. 2016).
Given the complexity of human interaction, the findings here should not be used to make
sweeping statements of “truth” about experiences of such a diverse population of preservice
teachers within this program. Indeed, one of the reasons I adopted the methodological framework
of Critical Race Transformative Convergent Mixed Methods is because Garcia and Mayorga
(2018) assert that critical methodologies must avoid the trap of white logic in educational
research that too often leads to us citing empirical findings as absolute truth or to the
essentializing of the experiences and identities of People of Color (Brown, 2014; Mensah &
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Jackson, 2018). Still, it is both possible and imperative that we take a moral and ethical stance of
anti-racist advocacy and persist in developing and exploring the most useful research methods
for lifting up marginalized communities that continue to be oppressed by a racist system of
education.
The next key limitation of this particular study was that it was a dissertation study whose
timespan of data collection was limited to three semesters. I was limited in time by personal
constraints as well. If I did not finish the study and graduate within four years, I would not have
the resources to continue taking dissertation credits and complete my degree. These constraints
affected the amount of data I was able to analyze, in particular, data from four unanalyzed TE
interviews (see Chap. 3, subsection “Qualitative Sampling” for more details on how this affected
sampling). The limited timespan did not make it possible to take into account how time across
coursework and additional interaction might affect practice and experiences. The fact that it was
a dissertation study prevented the study from being authentically participatory which would have
provided additional avenues for triangulation and the added benefit of the perspectives of
Scholars of Color in the analysis process.
Another limitation of the study is the quality of the survey tool that was used. At the time
that I developed the categories for participants to identify their race/ethnicity (two years ago), I
had not yet had the privilege of reading Garcia and Mayorga’s (2018) work that critically
reviewed how these categories present a falsely static view of race/ethnicity as it pertains to
identity and erase the subtleties that lived experiences bring to the concept of racial identity. The
implications of their work suggest that studies led by Scholars of Color who operate within the
context being studied might be the best way to develop a survey item that more authentically
represents the complex ways in participants might define their racial/ethnic identity.
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I developed the Likert items this survey based on the foundational elements of the
CRCTC literature and the work of Rhodes (2013) refining survey items to evaluate Culturally
Responsive Teaching in teachers of adult learners. Upon reflection now two years after their
development, I can see the ways in which the items might be improved even through though
basic syntax changes. Adding in oppositional items to test for reliability in individual
components might also add value to this instrument for future use but were not present in this
iteration.
The site of this study is limited to one university COE. Each university and program will
have a different set of confounding variables and shifting cultural contexts making it impossible
to generalize these narrow findings across other contexts. As previously mentioned, similar
studies done at multiple COEs could reveal meaningful findings for this gap in the literature.
Finally, my own identity and biases created limitations. I am a white emerging scholar
completing a dissertation study on how to diversify the teacher. I was a contingent faculty
member in the COE of study site and had already formed relationships with students and Faculty
of Color, my race and positionality potentially prevented me from building the trust needed to
recruit more TE participants or to collect the most authentic qualitative data during interviews
with People of Color.
Speaking about issues of race/ethnicity and identity are often controversial and sensitive
subjects for many. Because I was a white female instructor of undergraduate preservice teachers
at the time of the study, Students of Color might have felt uncomfortable discussing issues of
race/ethnicity and marginalization with someone who is white and in a position of power
(relative to them) in the institution. This might have led to them downplaying racialized
experiences or withholding information about the issues altogether.
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Some of the participants previously had me as their professor or might have me as their
professor in the future and so might not have been forthright about their opinions of experiences
in my classes or about experiences with other faculty members. Students of Color might have
felt uncomfortable speaking truthfully about what might potentially be negative experiences at
the hands of TEs to another instructor. Conversely, some participants may have exaggerated
experiences if they thought it was what I “wanted” to hear. These limitations are part of the
complex nature oh human relationships that will always impact qualitative studies wherein the
researcher is also a participant in the community.
Limitations due to potential sampling bias. These issues described above might have
led to sampling bias, in that only students who were willing to participate in the study may have
been those that have had trusting relationship with me (or a peer who knew me) or with other
professors. This could also be the case for the TE sample. Indeed, while eight TEs consented to
be interviewed, only two of them were tenure track faculty, one was clinical faculty, one was
non-permanent faculty, and the others were GAs. Only 11 total faculty attempted to take the
faculty survey (eight of whom consented to be interviewed); thus, I chose not to use those
quantitative data due to this low participation rate. I must also consider that those who did
choose to participate had some amount of understanding about critical perspectives and were
comfortable sharing those perspectives. Thus, the sample is likely biased towards TEs who likely
have similar philosophical and paradigmatic beliefs related to teacher education and scholarship.
The lack of representation of TEs who take part in decision-making about program structure and
policy-making is a limitation and a factor that speaks to the theme of resistance to change and
potentially to the theoretical concepts of white fragility and interest convergence. If those with
the most power in our systems of education refuse to participate in critically examining the
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systems they are complicit in upholding, we cannot make the changes that are so desperately
needed to disrupt racism and transform education.
Chapter Five Summary
After my defense of this dissertation, I was prompted by my committee in the required
revisions to explain how this study provides new understandings for the field and how it moves
the field forward. It feels not only inaccurate but also presumptuous to claim either of things will
result from one dissertation study. I do think that this study uses QuantCit and CRCTMM to
reveal how Preservice Teachers of Color perceive critical care and culturally relevant pedagogy
they are (or are not) receiving very differently from white/European-American students. I do
think this has significance to the department and college. It has the potential to persuade faculty
to take on some of the suggested changes or, at minimum, consider changes to their own
pedagogical and relational practices. It is my hope that, alongside other critically conscious
scholars, we might work to leverage these findings into changes in policy and practice.
The experience of completing this dissertation has had a meaningful impact on my
development as a critical scholar and on my ability to disrupt white supremacy, particularly in
my own actions and teacher praxis. Although it can never become as adept and finely tuned as it
might be for critical Scholars of Color, my cultural intuition (Bernal, 1998; Pérez et al., 2018) as
a white woman critical scholar and educator has been honed through this process, which will
benefit my future praxis. As a recipient of white privilege, I can never stop being critically selfreflexive of how my efforts will usually lead to some form of interest convergence. I am grateful
to the brilliance, bravery, and commitment of the critical scholars that have lit the way before
me, on whose shoulders I stand. I will continue building upon what I have learned engaging in
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this dissertation study over the last two years through anti-racist efforts to serve individual
students as well as the communities in which I live.
It is not shocking to state that I believe that the current system of teacher education is
currently failing a majority of our preservice teachers in terms of preparing them by providing a
model of what it looks like to embrace political clarity and critical hope (Duncan-Andrade, 2009;
Hambacher & Bondy, 2016) in order to disrupt white supremacy. It is failing them because
higher education is infected by white supremacy due to racist systemic policies and practices that
we, as white teacher educators, administrators, and deans, have not made meaningful efforts to
change. I continue to believe that change is possible, and I continue to fight in the most effective
and most self-reflexive ways I know how. Perhaps, at the end of my career, I might be able to
look back and identify ways that my body of work has made a meaningful impact on disrupting
white supremacy and proliferating CRCTC as a priority in teacher education and in PK12
schools reciprocally. Even if this might be the case, that body of work will not be based solely on
my individual efforts; it will be owed to the shared efforts of a collaborative community of
critical scholars with whom I am, and hope to continue to be, privileged to work and learn from
and with throughout my continuing career.
I strongly believe that the framework of CRCTC is ideal to develop the disposition
needed to disrupt hegemonic white supremacy and enact liberatory education for all students. As
discussed above, my biases affected data collection, data analysis, and likely the sampling in
terms of the TE participants because I have not been timid in discussions with peer doctoral
students and other faculty about my anti-racist agenda during my three previous years as a
doctoral student in this COE. However, because I am passionate about change and understand
the need for rigorous empirical studies to make change happen, this bias ensured I remain
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committed—as imperfectly as that commitment may have been enacted—to a trustworthy and
transparent process framed by CRT.
The findings of this study demonstrate that the work of anti-racist multicultural teacher
education is highly relational and heavily reliant on political clarity. It also confirmed the
findings of other studies in revealing the colorblind lens from experiences of critical care and
Culturally Relevant Pedgagoy. We cannot just keep pointing to the problem of the teacher
diversity gap and expecting that they will resolve themselves through more recruitment. We have
to point a critical lens inwards to teacher education and work to reveal and disrupt white
supremacy. The myriad issues widening the teacher diversity gap (Putman, et al., 2016) could
not possibly be solved or even fully understood with one study, in one site, in four semesters.
This dissertation study primarily worked as an opportunity to reflect on and continue to
transform my own praxis. This study has also potentially engaged preservice teachers and TEs in
reflecting on how to center the assets and needs of Students of Color, in both higher education as
well as PK12 contexts, and transform our schools to be truly equitable, caring, and effective
learning environments for all students.
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Conclusion
Given what we as TEs know and understand already about the teacher diversity gap and
marginalized undergraduate student persistence, it is not only shortsighted but also irresponsible
to relegate the work of anti-racism and multicultural teacher education to a few courses within
the college. A refusal to take on the mission to disrupt racism within teacher education is at best
a pitiful resignation to be driven by hegemonic institutional culture and unresponsive policy and
at worst willful disregard of that which is needed to best serve our diverse society.
This study has certainly allowed me to further develop my own anti-racist teacher praxis
as well as to consider how to be a better ally to Communities of Color. It also provided ample
opportunity to explore and better understand critical research methodologies. These affordances
will allow for me to participate in future studies on this topic with a deeper understanding and
refined instrumentation explicitly relevant to this context. If disruption of racism is our goal, it is
vital we develop more empirical studies to reveal how white privilege, white fragility, and
patriarchal racism shape teacher education to maintain a reproductive and exclusionary loop of
white supremacy that exerts power over not only who becomes a teacher, but how those teachers
will treat their future students. We must think of the “problem” not as what Preservice Teachers
of Color don’t have or aren’t able to do to persist through to degree attainment and licensure, but
as what we as TEs or systemically as COEs don’t have or aren’t yet willing to do, and work to
radically change the system.
The seeds of this study grew from a career-long goal to disrupt institutional policies and
practices rooted in patriarchal racism within education. At each point in my career, I have made
efforts, as imperfect as they have been, to center the communities in which I have served and
critically reflect on my own practice and journey as an anti-racist ally for educational equity.
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Though my efforts have surely been flawed, I am enormously grateful to the learning
experiences I have had alongside the many students and teachers who have collaborated with and
supported me along the way. Even though this study represents only a limited perspective from
which to understand the problem of teacher diversity and Preservice Teacher of Color
persistence, I maintain critical hope that such efforts will coalesce and allow us radically reshape
teacher education to center on valuing and centering marginalized voices. I accept that rapid
change is unlikely, but I am unwilling to fall victim despair. I eagerly adopt Welch’s (1990)
ethic of risk to embrace critical hope for justice (Duncan-Andrade, 2009; Hambacher & Bondy,
2016). For me—a white female teacher and emerging teacher education scholar dedicated to
allyship, educational equity, and the eradication of racism—critical hope is the only way
forward.
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Appendix A: Student Survey Items
Q6 How do you identify in terms of race/ethnicity?
• Black/African/African-American (1)
• Latinx/Hispanic (2)
• Asian/Asian-American (3)
• Pacific Islander (e.g., Filipino/Hawaiian/Fijian) (4)
• Native American (5)
• White/European-American (6)
• Bi- or Multi-racial/ethnic (you identify with more than one of the categories
above) (7)
Q7 What is your age?
Q8 How do you identify in terms of gender?
o Female (1)
o Male (2)
o Non-binary/Gender-queer (3)
Q9 Do you consider English to be your primary (first or home) language?
o Yes (1)
o No (2)
Skip To: Q11 If Q9 = Yes (1)
Q10 If you answered no to the previous question, what language do you consider to be
your primary (first or home) language?
Q11 Socioeconomic status background: How do you describe your socioeconomic
background when you were young (kindergarten through 12th grade)?
1: Very Poor: There was significant and frequent psychological and physical stress on me
or my family during more than half of my childhood (i.e., I was homeless at one or more points
in my childhood, and I regularly missed meals because I/we could not afford food at one or more
points during my childhood).
2: Poor: My family and/or I often experienced psychological stress (fear of going hungry
or being homeless) and sometimes physical stress (actually went without meals during one or
more periods or perhaps experienced homelessness for a brief period) due to financial concerns.
3: Lower economic class: My family and/or I occasionally experienced psychological
stress (fear of going hungry or being homeless) due to financial concerns, but I cannot remember
a time when we actually had to go without food or shelter due to lack of money.
4: Middle economic class: Concerns about being homeless or hungry, due to financial
issues, were not really part of my childhood experience.
5: Upper economic class: My parents/guardians and I never had to worry about being fed
and having shelter; my family also regularly enjoyed economic privileges and/or luxuries (for
example: regularly eating at expensive restaurants, regularly going on vacations, having a large
number of expensive non-essential material goods, or staff employed on a part-time or full-time
basis to care for our home or property).
Q12 CURRENT socioeconomic status: How do you currently describe your
socioeconomic status? Please apply the previous descriptors (in Q11) to your current
socioeconomic status as you perceive it.
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Q13 Educational background: Please select a descriptor that best fits your PK12
schooling experiences.
o Home schooled mostly (1)
o Public schools within the United States mostly (2)
o Public schools in a country outside the U.S. mostly (3)
o Public magnet or charter schools mostly (4)
o Some private (or religious-based) school experiences (5)
o All private (or religious-based) PK12 schools (6)
o I attended Department of Defense funded schools outside of the U.S. mostly (as a result
of my parent/guardians military or government service) (7)
Q14 Please describe the highest education level of your parent(s)/guardian(s).
o No formal education (1)
o Some grade school (2)
o Attended, but did not graduate from high school (or international equivalent) (3)
o High school graduate (or international equivalent) (4)
o Some college (5)
o College Graduate (6)
o Master's Degree (7)
o Doctoral Degree (8)
After you graduate college and obtain your teaching license, how long do you plan to
remain in the classroom as a PK12 teacher?
0 - I'm not yet completely sure I want to finish this degree and get my teaching license.
1 - I plan to remain in the classroom teaching PK12 students for less than 3 years.
2 - I plan to remain in the classroom teaching PK12 students between 3-5 years.
3 - I plan to remain in the classroom teaching PK12 students for 6-8 years.
4 - I plan to remain in the classroom teaching PK12 students for 9-15 years.
5 - I plan to remain in the classroom teaching PK12 students for 16-20 years.
6 - I plan to remain in the classroom teaching PK12 students until I retire.
NOTE: The following items will be completed in an online survey incorporating a fivepoint Likert scale response system.
1-Never, 2-Rarely, 3-Sometimes in some classes, 4-Often in some classes, 5-Often in
ALL classes
Culturally Responsive Teaching Practices (Ginsberg & Wlodkowski, 2009; Rhodes,
2013)
1.
2.
3.
4.
5.
6.
7.

In my teacher education classes…
I have experienced lessons relating to acculturation.
We examine class materials for culturally appropriate images and themes
I have been asked to compare my culture with American culture.
Professors make an effort to get to know my family situation and background.
Professors make an effort to learn words in my students' native languages.
Professors use mixed-language and mixed-cultural pairings in group work.
Professors use student-led discussions.
155

8. Professors use peer assessment and/or peer tutoring.
9. Professors use surveys to find out about my classroom preferences.
10. Professors ask about my personal experiences and include them in the course activities.
11. Professors encourage me to speak native languages with my future students.
12. Professors have students work independently, selecting students’ own learning activities.
13. Professors show an authentic interest in my home culture and language.
14. I am asked for input by the professor for planning lessons and activities for the course.
15. Professors encourage students to use cross-cultural comparisons when analyzing material.
16. Professors provide rubrics and progress reports to students.
Culturally Relevant Critical Teacher Care
17. I feel cared for by my professors.
18. My professors make an effort to understand who I am and what is important to me.
19. Professors encourage discussions in class that question institutional policies. (typo in
suvey-removed from analysis)
20. Professors provide feedback that recognizes individual strengths in my abilities.
21. Professors have high expectations for my academic work.
22. Professors encourage students to critically engage with literature, their peers, and
themselves.
23. Professors hold students to high expectations using general encouragement.
24. Professors hold students to high expectations using specific and individualized feedback.
25. Professors recognize the value of cultural diversity in choosing course assignments.
26. Professors assign competence to students’ cultural wealth during class discussion.
27. Professors include lessons about educational equity.
28. Professors include lessons about anti-immigrant discrimination or bias.
29. Professors include lessons or discussions about racism and white privilege.
30. Professors include lessons/discussions about language diversity and linguistic
discrimination.
31. Professors supplement the curriculum with current events relating to my life.
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Appendix B: Teacher Educator Interview Guide
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22

Describe your educational background and how you came to be teaching in higher education.
How do your own educational experiences affect, if at all, your current teaching practices?
Do you think the Teacher Diversity Gap poses a serious threat to public education? Why or
why not?
How does the concept of educational equity show up in your teaching, if at all?
How do the topics of racism and white privilege show up in your teaching, if at all?
How does the topic of language diversity show up in your teaching, if at all?
How does the topic of immigration show up in your teaching, if at all?
Describe how your work as a scholar affects/interacts with your work as a teacher, if at all.
Describe a specific situation in which you made efforts to reach out to or connect with a
student.
Do you think “care” is an important factor in your current teaching practice? If so, why?
How might “care” in a teacher-student relationship be different than general academic
support?
How, if at all, have you been shown care by teachers in your career as a student?
How, if at all, do you make efforts to show students that you care about them?
How do you hold students to rigorous academic standards and still support their academic
needs?
In what ways, if at all, do you assume responsibility for student success?
How might you define social justice and educational equity?
Do you consider yourself a social justice educator? Why or why not?
How do you think institutional policies affect your abilities to be an excellent teacher for
Students of Color in teacher education coursework?
Do you think of yourself as a learner-centered teacher in your current teaching assignment?
Why or why not?
What role, if any, do you think faculty identity (race/ethnicity, gender, socioeconomic
background) plays in faculty ability to serve Preservice Teachers of Color well?
What kind of professional development do you think faculty need to better serve Students of
Color?
Why do you think more Students of Color are not choosing to become teachers?
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Appendix C: Student Interview Guide
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19

20
21
22
23
24

Describe your educational background and how you came to be taking undergraduate teacher
education courses?
Why are you interested in becoming a teacher?
How has coursework affect your interest in becoming a teacher, if at all?
Describe the kind of teacher you hope to become.
Do you think the Teacher Diversity Gap poses a serious threat to public education? Why or
why not?
How does the concept of educational equity show up in your teacher education courses, if at
all?
How do the topics of racism and white privilege show up in your teacher education courses,
if at all?
How does the topic of language diversity show up in your teacher education courses, if at all?
How does the topic of immigration show up in your teacher education courses, if at all?
Describe how your personal experience and home culture interact with your studies to
become a teacher, if at all.
Describe a specific situation in which a professor made efforts to reach out to or connect with
you.
Do you think “care” is an important factor in teaching practice? If so, why?
How might “care” in a teacher-student relationship be different than general academic
support?
What do you think teacher-care for students should look like?
How, if at all, have you been shown care by teachers in your career as a PK12 student?
How, if at all, have professors made efforts to show care to you?
How have you been held to rigorous academic standards?
How have your specific academic needs been addressed by professors?
Have you ever experienced microaggressions during your classes either from peers or
faculty?
a. If so, do you feel that they affected your ability to engage with the course or your
intentions to become a teacher?
b. If so, how?
c. Have you ever had professors discuss the issues of deficit narratives or microaggressions
in a class? If yes, describe it.
How might you define social justice and educational equity?
Do you consider yourself a developing social justice educator? Why or why not?
What role, if any, do you think faculty identity (race/ethnicity, gender, socioeconomic
background) plays in faculty ability to serve Preservice Teachers of Color well?
What kind of professional development do you think faculty need to better serve Students of
Color?
Why do you think more Students of Color are not choosing to become teachers?
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Appendix D: Original Research Questions from the Proposal
•

•

•

•
•

How do preservice Teachers of Color experience, if at all, CRCTC in COE
classes and through interaction with COE faculty?
o How do undergraduate preservice teachers-of-color define care and
support relevant to their cultural background and educational needs?
(QUAL)
o In what ways do undergraduate Students of Color currently witness or
experience faculty enact CRCTC, if at all? (QUAL)
§ How do microaggressions, deficit narratives, and a lack of political
clarity affect their teacher education coursework experiences, if at
all? (QUAL)
§ In what ways, if at all, do teacher education faculty connect their
pedagogy and in-class discussions/dialogue on sociopolitical
concerns relevant to marginalized students and the local
community? (QUAL)
What are the relationships among socioeconomic background, race/ethnicity, and
perceptions of cultural relevance, cultural responsivity, and critical teacher care in
teacher education coursework?
o How does socioeconomic status and ethnicity/race interact with
perceptions of culturally relevant and responsive pedagogy and teacher
care in undergraduate preservice teachers? (QUANT)
How do the instructional and relational practices of COE faculty affect
undergraduate Students of Color in their pursuit towards teacher licensure?
o What aspects and to what extent are culturally responsive teaching and
CRCTC currently enacted by faculty? (QUANT)
o How do teacher education faculty pedagogical practices and relational
practices align with their political and philosophical beliefs about
education? (QUAL)
o What are the demographic and employment (i.e.,
contingent/noncontingent, full/part-time or graduate assistant)
characteristics of faculty teaching undergraduate preservice Teachers of
Color? (quant)
How does the act of participating in this study as a co-researcher affect teacher
educator practices as faculty in their undergraduate courses and their intentions to
serve marginalized populations seeking to become teachers?
How might the intentional development of critically-focused inquiry groups
support the transformation of teacher education to increase persistence of
undergraduate Students of Color towards degree attainment and teacher licensure?
o How does the act of participating in this study as a co-researcher affect
preservice Teachers of Color?
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Appendix E: Round One Coding Tree
Parent code

Code
Definitions of Teacher Care
Educational Equity
Explicit Racism/Bigotry
Fear of retaliation
Interest Convergence
Lack of Political Clarity in Higher Ed Courses
Language Diversity in Teacher Ed
Negative Higher Ed Experiences
Negative PK12 Schooling Experiences
Perceptions of Teaching Career
Positive Higher Ed Experiences
Positive PK12 Experiences
Resilience
Social Justice
Teacher Diversity
Teacher Educator Care

CRCTC
CRCTC
CRCTC
CRCTC
Definitions of Teacher Care
Lack of Political Clarity in Higher Ed Courses
Microagg. in current college experience
Microasggressions

Asset-based Thinking
Assuming Responsibility for Academic Success
High Expectations
Political Clarity
Knowing your students
Quieting Each Other/Silencing Voices
Low Expectations
Microagg. in current college experience

Microasggressions
Negative Higher Ed Experiences
Negative Higher Ed Experiences
Negative Higher Ed Experiences

Microagg. outside school experiences
Lack of Care
Lack of Relationality
Lack of rigor

Negative Higher Ed Experiences
Political Clarity
Positive PK12 Experiences
Teacher Educator Care

Poor academic supports
Recognizing Racialized Experiences
Teacher Care
Genuine/Authentic

Teacher Educator Care
Teacher Educator Care

Relationality
Superficial Care/"Friendliness"
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Appendix F: IRB Protocol
Research Protocol Proposal Form
For Research Involving Human Subjects
Instructions:
1. CITI certification (www.citiprogram.org) must be current at the time of protocol submission.
2. Complete all sections. Do not reference other sections as a response (e.g., “see section…” or
"see attached…")
3. Projects with funding/proposed funding must include copy of the application or proposal.
4. You must proofread your document for spelling and grammar before submitting to assure
timely IRB review.
Note:
1. Research may not begin until you have received notification of IRB approval.
2. For your records, it is important that you keep a copy of this completed form.
1. Research Protocol Title (Research Protocol Title must match the funding/proposed funding

application or proposal):
Centering the Assets of Preservice Teachers of Color through Culturally Relevant Critical
Teacher Care: A Transformative Mixed-methods Study
2. Investigator(s) Contact Information
(The PI must be UNLV faculty in all cases involving studies carried out by students or fellows.)
A. Principal Investigator (Name and Credentials):
Christine Clark, Ed.D., Professor and
Senior Scholar in Multicultural Education
☐ Faculty
☒ Faculty Advisor
Department: Dept. of Teaching and Learning
Mail Stop:
Phone
Number: 702-985-6979
E-Mail Address: christine.clark@unlv.edu
B. Student/Fellow Investigator (Name and Credentials): Tara J. Plachowski, Ph.D. Candidate
☐ Undergraduate
☐ Master’s Student ☒ Doctorate Student ☐ Fellow
Department: Dept. of Teaching and Learning
Mail Stop:
Phone
Number: 310-968-1478
E-Mail Address: tara.plachowski@unlv.edu
C. Please complete (if applicable).
Protocol Coordinator (Name and Credentials):
Phone Number:
E-Mail Address:
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Co-Principal Investigator (Name and Credentials):Katrina Yan Liu, PhD, Assistant
Professor of Teacher Education
☒ Faculty
Department: Dept. of Teaching and Learning
Mail Stop: 453005
Phone
Number: 702.895.2067
E-Mail Address: katrina.liu@unlv.edu
3. Research Team Members: List all research team members (including PI) who will have contact

with subjects, have contact with subjects’ data or biological samples, or use subjects’ personal
information. If additional members will be included, submit Appendix “Additional Research
Team Members.”
NAME and
DEPARTMENT
EXAMPLE:
Dr. Chris
Researcher,
Research
Department
Christine Clark,
Senior Scholar,
Teaching and
Learning
Dr. Katrina Liu,
Assistant Professor,
Teaching and
Learning
Tara Plachowski,
PhD Candidate,
Teaching and
Learning

ROLE IN
PROTOCOL
EXAMPLE:
Developed protocol,
collecting data,
analyzing data,
writing report
Dissertation
Committee CoChair, Advisory
assistance revising
the protocol
Dissertation
Committee CoChair, Advisory
assistance revising
the protocol
Developed protocol,
quantitative and
qualitative data
collection, analyzing
data, writing up
reports

SPECIFIC
EXPERIENCE WITH
ROLE IN PROTOCOL
EXAMPLE:
Has had 7 years of
conducting and
publishing human
subjects research at a
university

ROLE IN
CONSENT
PROCESS
EXAMPLE:
Recruiting subjects,
writing the consent
form, consenting
subjects, answering
questions

Has over 20 years of
experience conducting
and publishing human
subjects research

Advisory assistance
revising the consent
forms

8 years of experience
conducting and
publishing human
subjects research at
different universities
3 year doctoral
student, has two years
of experience
conducting and
publishing human
subjects research
rd

Hit tab in last available cell to add additional rows.
4. Duration of Study
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Advisory assistance
revising the consent
forms
Recruiting
participants, writing
the consent forms,
consenting
participants,
answering questions

Anticipated Start Date:
05/31/2018

09/15/2017

Anticipated Termination Date:

5. Research Subjects
5.1 Describe the sampling strategy used to select subjects.
This study will use cluster sampling and snowball sampling to recruit participants from 3
subject groups described in Section 5.3. The researcher, with instructor approval, will visit
teacher education courses to describe the study and recruit participants. The researcher will
provide recruitment flyers to students and instructors in courses she visits and ask them to
share with anyone who fits one of the 3 population categories. Recruitment flyers will also be
posted around campus. Selection for the interviews and focus groups (if there are more than
ten participants who consent to them for each participant pool: students and instructors) will
use purposive sampling to include a diverse range of experiences and identities.
5.2 Maximum number of subjects: 500
5.3 Describe the targeted population (e.g. healthy adults age 18-45), including age range.
Delineate between the various subject
groups:
All subjects will be healthy adults between the ages of 18 and 75 years old. There will be 3
subject groups: 1) undergraduate college students of any race/ethnicity will be recruited to
complete a survey; 2) undergraduate college students of color (who self-identify as a
race/ethnicity other than White/European American) will be recruited to complete a survey,
participate in an interview, and participate in a focus group; 3) teacher educators of any
race/ethnicity will be recruited to complete a survey, participate in an interview, and
participate in a focus group.
5.4 Summarize the inclusion criteria for each subject group that must be met in order for the
subject to participate in the study.
The inclusion criteria for each of the subject groups are as follows: 1) undergraduate students
over 18 of any race/ethnicity who were/are enrolled in one or more teacher education courses
at UNLV in the 2016-17 or 2017-18 school year will be recruited to complete a survey; 2)out
of those who participate in the survey, students of color (who self-identify as a race/ethnicity
other than White/European-American) over 18 who were/are enrolled in one or more teacher
education courses at UNLV in the 2016-17 or 2017-18 school year will be purposively
sampled to participate in an interview and participate in a focus group; 3) teacher educators
[Doctoral graduate assistant course instructors, contingent faculty (Visiting Faculty, Faculty In
Residence, or Post-Doctoral Fellow), or noncontingent faculty (Full, Associate, or Assistant
Professors)] who have taught/are teaching an in-person (not web-based) course for
undergraduate teacher education students at UNLV in the 2016-17 or 2017-18 school year will
be recruited to complete a survey, participate in an interview, and participate in a focus group.
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5.5 Are there any enrollment restrictions based on gender, pregnancy, race or ethnic origins?
☒ Yes ☐ No
If yes, specify and explain the nature of the restriction(s) and provide justification
for each population.
For subject group 2, I am focusing on the experiences of students of color (those who selfidentify as a race/ethnicity other than White/European-American) seeking to become teachers
as the purpose for the study in order to better inform the teacher demographic diversity gap.
Thus, the student interviews and focus groups for this participant pool will only include
college students of color. For quantitative data comparison, I am including White/nonHispanic students as participants in subject group 1. There are no enrollment restrictions of
any kind for teacher educators. There are no enrollment restrictions based on gender or
pregnancy for any of the subject groups.
5.6 Will you be recruiting any of these specific populations?
☐Children 17 and under
☐Prisoners, Parolees and/or
Probationers
☒College Students
☐Pregnant Women, Fetuses and Neonates
☐Wards of the State
☐I will be using biological specimens
☐CCSD Employees and/or students
5.7 Would your population be considered decisional/cognitively impaired? ☐ Yes ☒ No
5.7.1 Will the subjects be able to provide consent/assent on their own? ☒ Yes ☐ No
6. Recruitment Procedures
6.1 Describe the methods of recruitment including use of letters and/or advertising. Include
when, how and by whom the subjects
will be recruited.
This study will use cluster sampling and snowball sampling to recruit participants from 3
subject groups described in Section 5.3. The researcher, with instructor approval, will visit
teacher education courses to describe the study and recruit participants. The researcher will
provide recruitment flyers to students and instructors in courses she visits and ask them to
share with anyone who fits one of the 3 population categories. Recruitment flyers will also be
posted around campus. The researcher, Tara Plachowski, will also send emails (using blind
carbon copy to withhold identity of the recipients from one another) to her networks on
campus in order to recruit participants for all subject groups. She will also post digital flyers to
her social media networks. Anyone who fits the enrollment criteria described in section 5.4
will be offered the opportunity to receive an incentive through their email (collected during the
survey) being placed in a drawing for a $100 Amazon gift card (one for every 100 survey
participants) if they complete the survey before December 1st, 2017. Participants who consent
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to the interviews will be provided $25 dollar gift card incentive. Participants who consent to
the focus groups will be provided $25 gift card incentive as well.

6.2 Indicate the types of recruitment materials to be used below (check all that
apply). Attach copies of all recruitment materials
to this application.
☒ Internet/Email
☐ Television/Radio/Newspaper
☒ Flyers/Posters/Brochures
☐ Letter of Contact ☐ Subject Pool Description
☐Telephone Script
☒ Word of Mouth
☒Social Media
☐ Other (Describe):
☐ This research study will not be using any recruitment materials.
7. Purpose and Procedures
7.1 State the purpose of the study:
This study seeks to potentially increase college degree and teacher licensure attainment for
undergraduate students of color seeking to become teachers through transformative mixedmethods study design within a College of Education (COE) at an MSI public university
located in an urban school district in the southwestern United States. I hope to achieve this
purpose through an improved understanding of undergraduate students of color experiences in
teacher education coursework as well as through gaining knowledge the current intent to
implement Culturally Relevant Critical Teacher Care (CRCTC) among COE teacher
educators. The purpose of this improved understanding is to help center the assets of
undergraduate students of color seeking to become teachers and assure their persistence
towards licensure.
In order to increase reliability and trustworthiness, participants will be engaged using memberchecking methods of data analysis (Birt, Scott, Cavers, Campbell & Walter, 2016; Caretta,
2016; Lazar & Sharma, 2016). These member-checking experiences and dialogue among
researcher and participants will additionally be used as data to help understand the potential
transformative effects of engaging in the study. For teacher educators, and for myself, the
critical aspects of teacher-educator self-study (Samaras, 2002) will be used to leverage
transformation within our own practice.
The study will use qualitative and quantitative methods to examine how undergraduate
students of color seeking to become teachers perceive CRCTC (i.e., asset-based thinking,
political clarity, and critical hope) in the context of teaching and learning in higher education
needed to identify aspects of CRCTC relevant to serving undergraduate students of color
seeking to become teachers. Understanding these aspects more deeply will potentially help to
refine and further develop survey items and observation protocols for future research and
continued transformation of teacher educator practices.
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7.2 Lay language summary (Please use non-technical language to summarize your research
study):
This study will examine the experiences (through surveys, interviews, and focus groups) of
undergraduate students of color seeking to become teachers (who self-identify as a
race/ethnicity other than White/European-American) in face-to-face (non-web based)
coursework required as part of their teacher education program in order to identify how, if at
all, they feel cared for and supported by instructors in ways that are relevant to their cultural
background. Teacher educators will also be surveyed, interviewed, and participate in focus
groups (separate from undergraduate students) to examine in what ways, if at all, they employ
culturally relevant and responsive methods and/or enact critical care in their teaching.
White/non-Hispanic undergraduate students will be included as participants in the survey only
for comparative data. Additionally, the researcher will observe in teacher education classes in
order to see if the field data from observations helps to triangulate the perception of
instructors’ and students’ data from the interviews. The ultimate goal of this research is to
determine how the practice of teacher educators might be improved to support preservice
teachers of color and help them persist towards graduation and teacher licensure.
7.3 Describe all research procedures (sequentially). Include required screening procedures
performed before enrollment and
while on study. Describe the types, frequency and duration of tests, observations,
interviews, questionnaires, etc. Please
provide a list or outline format/flow chart for ease of review.
Procedures Outline:
1.
Identify and recruit participants in teacher education courses
2.
Recruit participants with flyers and social media
3.
Consent via digital form and collect survey data in same digital form
4.
Purposively sample for interviews and focus groups from consented participants
5.
Conduct student interviews
6.
Conduct course observations
7.
Conduct teacher educator interviews
8.
Collect individual member-checked interview data via email
9.
Present deidentified and analyzed data to student and teacher educator focus groups
and collect data during the focus groups using analysis protocol
Detailed Procedures
1.
The researcher will contact the Director of Assessment and Teacher Education for a list
of course instructors in the college of education who have taught/are scheduled to teach
undergraduate teacher education courses from Fall 2016-Spring 2018, and email these
professors with an invitation to participate in the study and a request to visit their classrooms
and explain the study and recruit participants with a flyer that contains a QR code to the online
survey. I will then visit classes to consent college students by reading the Informed Consent
Form, answering questions, and handing out the recruitment flyer. Students and teacher
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educators may complete the online survey on their own time. Note: there are three different
recruitment flyers for the three subject groups (see section 5.3) and three corresponding
consent forms (see attached documents).
2.
The researcher will post flyers to recruit course instructors in department common
spaces with permission of department chairs and will post student recruitment flyers on public
notice boards around the education building to recruit undergraduate students who have
taken/are taking teacher education coursework within the College of Education.
3.
The researcher will send digital recruitment flyers via email to her own networks of
teacher educators and undergraduate students within the COE using Blind Carbon Copy
(BCC) to keep potential participants anonymous from one another.
4.
After collection of the survey data (which contains the digital consent form), the
researcher will purposively select based on their survey responses, up to ten students of color
who have consented to be interviewed and up to ten students of color who have consented to
participate in the focus groups. These may be the same ten students, but that is not necessary
for the study. The researcher will also purposively select up to 10 teacher educators who
consent to be interviewed. The purposive selection will focus on interviewing a cross-section
of diverse teacher educators to capture a range of dispositions towards and experiences in
education.
5.
The researcher will conduct a semi-structured interview from 30-90 minutes each with
up to 10 undergraduate students of color seeking to become teachers. The interviews will be
audio recorded and transcribed.
6.
Before the interview period for instructors, the researcher will observe in current
undergraduate teacher education courses (up to 3 observations in each of the up to 8 courses of
instructors who consent to classroom observations) using the attached observation protocol to
collect field notes. The observations will last from 30 minutes to two hours and 45 minutes
(the full length of the class). The researcher will audio record during the observations to verify
the accuracy of instructors’ verbal communication during the class in the field notes.
7.
The researcher will conduct up to 10 semi-structured interviews from 30-90 minutes
each with teacher educators who have taught undergraduate students of color seeking to
become teachers. As part of the teacher educator interview, if the participant is one who
consented to be observed, the researcher will provide the observation field notes from that
teacher educator’s course observation(s) to the instructor to review and comment upon as part
of the interview. The interviews will be audio recorded and transcribed.
8.
Individual member-checking: The individual interview data will be organized into
tables for each interview and will be emailed to each participant. Each participant will then
review only her/his own interview data analysis and will be invited to respond in writing to
further comment on or to revise the researcher’s coding. The participant will be asked to email
their written responses to their analyzed interview data back to the researcher within 3 weeks
of receiving it. The individual member-checking should take 15-30 minutes for each
participant.
9.
Focus-group member-checking: The (deidentified) data analysis sets (student and
teacher educator, quantitative and qualitative) as well as the (de-identified) organized and
coded observation field notes will be organized into tables that will be used alongside the
quantitatively analyzed survey data during the focus groups. The analysis prepared for the
focus groups will be organized to indicate where the data sets might confirm or diverge from
data from the interviews and data from the surveys. The two separate focus groups (one with
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students of color and one with instructors) will be asked to examine the data using a protocol
(attached). After the protocol, the researcher will invite each group freely discuss/dialogue
about their experiences in the study. These focus group sessions will be audio recorded and
transcribed. Each focus group should last 45-120 minutes.

7.4 List and attach all instruments associated with this research study:
Student CRCTC Survey
Teacher Educator CRCTC Survey
Preservice Teacher semi-structured interview guide
Teacher Educator semi-structured interview guide
Protocol for focus-group member-checking

7.5 Will subjects be recorded? ☐ No

☒Yes, audio

☐Yes, video

8. Consent
8.1 Describe the consent process(es) for enrolling each subject population into the study.
Potential participants will receive the online survey link through one of the recruitment
procedures described in section 6.1. The potential participant will follow the survey link to a
Qualtrics survey. The first section of the survey is the consent form. After the participant
consents to the survey, he/she responds next to a question about race/ethnicity. “If/then” logic
is used within the Qualtrics survey so the IF a participant identifies as White/European
American, he/she is forwarded on to complete only the survey. The final section of the survey
will collect the survey taker’s email address (kept separate from the data) in order to enter the
participant in the drawing for the gift card incentive for the survey. However, IF the
participants identifies as a race/ ethnicity other than White/European American, he/she will be
forwarded first to questions asking for consent to participate in the interviews and/or focus
group with a space to collect a contact email to schedule these. This way, the survey drawing
email collected at the end can remain an anonymous email.
8.2 Describe where the consent process(es) take place.
The consent process will happen online during the initial survey for each of the three
participant groups.
8.3 Will any information about the research purpose and/or design be withheld from potential
or participating subjects at any
time during the study? ☐ Yes ☒ No
8.3.1 Explain and justify the non-disclosure and describe plans for post-study
debriefing.
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8.4 Is a waiver of the signature requirement on the informed consent being requested?
☐ Yes ☒ No
8.4.1 Explain why the waiver of signature is being requested.
9. Project Site(s) (Check all that apply)
☒ University of Nevada, Las Vegas (UNLV) – Please check the specific campus.
☒ Maryland Campus (main) ☐ Shadow Lane Campus
☐ Online only ☐ Other: (Specify and Explain all):
NOTE: If the project site is other than UNLV or online, Facility Authorization Letter
must be submitted.
10. Privacy and Confidentiality
Privacy refers to a person’s desire to control the access of others to themselves. Privacy
relates to the subject.
Confidentiality refers to the researcher’s agreement with the subject about how the
subject’s identifiable private
information will be handled, managed, and disseminated. Confidentiality relates to a
subject’s information.
10.1 In regards to the above definition, how will you protect the privacy of the participants?
Participant privacy will be protected through the de-identification of data. All participants will
be assigned a study ID (surveys) or pseudonym (interviews/focus groups) at the beginning of
the study after the consenting process has occurred.
In the case of focus groups, since assignment of a pseudonym is unlikely to protect privacy
during the course of data collection (given that the students and parents/guardians may know
each other and, thus, may use each other's names during the focus groups which will be
captured on audiotape), pseudonyms will be applied during the transcription to protect
confidentiality moving forward on transcripts. Focus group participants will be asked to
maintain confidentiality about what is discussed and who is present at the focus group.
10.2 In regards to the above definition, how will you ensure confidentiality of the data
obtained?
All participants will be assigned a study ID (surveys) or pseudonym (interviews/focus groups)
at the beginning of the study after the consenting process has occurred. In the case of focus
group transcripts and field notes, only pseudonyms will be used in transcripts or field notes.
Paper copies of field notes will be scanned into digital format and the paper copies will be
destroyed within one week of data collection. Interviews and focus groups will be conducted
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in private spaces such as conference rooms where the discussion cannot be overheard by those
outside of the group.
Only one key connecting participants’ names to study IDs and pseudonyms will be created.
This key will be stored on encrypted cloud storage and only research team members will have
access to this key. The College of Education IT specialist recommended the use of Google
Drive to store all data because it is secure and encrypted. The researcher will not, however, use
public wifi to connect to the Internet from any device on which study documents/data are
viewed. Additionally, all computers that are used to review or analyze data will password
protected and will only access the internet through password protected wifi connections.
10.3 Where will all data be stored? (for review/audit purposes, a copy of all records must be
kept in a location accessible by the PI
on UNLV property):
☐ PI’s office (bldg/room):
☐ PI’s laboratory (bldg/room):
☒ Other (bldg/room): All data will be digitally collected and recorded in a Google Drive
location and Qualtrics account accesible to the PI immediately after collection.
10.4 How long will identifiable AND de-identified data be stored? 7 years

10.5 What are the plans for the final disposition or destruction of identifiable and deidentified data?
All data will be stored for seven years after the conclusion of the study. At that time, all hard
copies of data will have been shredded and electronic files deleted.
11. Medical Devices
Are you using a medical device? ☐ Yes ☒ No
supplement “Medical Device.”)

(If yes, please complete the

12. Risks
12.1 Summarize the nature and amount of risk (including side effects, stress, and
discomfort). Examples of risk include physical
risks, psychological risks (such as stress, discomfort, or invasion of privacy) and social
risks (such as jeopardy to
insurability or employability).
There are no physical risks associated with the study.
There are minimal psychological risks associated with the study. I am a White/EuropeanAmerican emerging scholar initiating a study on how to diversify the teacher workforce
through seeking a better understanding of how students of color perceive teacher educator
practices. My race/ethnicity may potentially make students or teacher educators of color
uncomfortable sharing views about how race/ethnicity affects their experiences/practices. I am
currently a doctoral student teacher educator in the COE of my chosen site and have already
formed relationships with undergraduate students and other teacher educators. When asked to
discuss their experiences of receiving critical care from instructors, my status as a doctoral
student teacher educator may cause emotional discomfort to students who have had me as an
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instructor or who might potentially have me as an instructor in the future. Teacher educators
may experience psychological discomfort if they are faced with data in the member-checking
processes that indicate their instructional and relational practices do not serve students of color
well. Participating in this research has the potential to improve the training for all teachers,
which in turn would impact the educational experiences of their own children in the future.
This aspect could help them overcome any psychological discomfort in discussing the issues
pertinent to the study.
There are minimal social risks associated with the study. Teacher educators who are in some
ways marginalized through the institutional hierarchy (junior faculty, contingent faculty,
doctoral student instructors) might experience a change in social peer or collegial relationships
within the members of the focus group. If there is an unlikely breach in confidentiality, this
risk may spread beyond the small group of peers who were participants in the focus group.
12.2 Estimate the probability (e.g. not likely, likely, etc.) that a given harm may/will occur,
its severity, and its potential
reversibility.
It is unlikely that the survey participants who only complete the survey will experience any
discomfort or harm.
It is somewhat likely that interview and focus group participants might experience
psychological discomfort given that the topic of race/ethnicity, institutional hierarchy and
power make some people uncomfortable to discuss. However, the act of reflecting on
experiences could potentially empower students of color to persist in the program through to
licensure, which could reverse any minor psychological discomfort felt during the research
process. The act of reflecting on their practices might also help teacher educators overcome
any psychological discomfort felt during data collection or member-checking. Any discomfort
experienced by instructors during the process might be resolved when experiencing the
benefits of improved practice to support their students.
12.3

What procedure(s) will be utilized to prevent/minimize any potential risks?

The data will be de-identified and digitally kept on encrypted servers. Focus group members
will be reminded to keep all discussions and mentions of data confidential from anyone
outside the group as well as the identity of others in the focus group confidential from anyone
outside the group.
13. Benefits
13.1
Describe any probable benefits of the research for the individual subject(s). (Do
not address compensation)
The act of reflecting on experiences could potentially empower students of color to persist in
the program through to licensure. It might also transform their developing teaching practices to
be supportive of their own future students who have experienced marginalization. The act of
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reflecting on their practices might help teacher educators transform their practices and better
serve students of color in the teacher education program.
13.2

Describe the probable benefits of the research for society.

Understanding the experiences of students of color seeking to become teachers will potentially
improve teacher education and the long term quality of teachers through bringing the benefits
of diversity to the teacher educator workforce.
14. Cost/Compensation
14.1
Describe the total amount of participation time, followed by breakdowns of this
time (if necessary):
Survey participants: 15-30 minutes
Interview participants: 30-90 minutes of interview and 15-30 minutes of individual memberchecking (via email)
Focus group participants: 60-120 minutes
14.2

Are there financial costs to the subject? ☐ Yes ☒ No If yes, explain:

14.3
Will subjects be paid or otherwise compensated for research participation? This
may be monetary OR non-monetary.
☒ Yes ☐ No
14.3.1 If yes, please respond to the following questions:
a) Describe the nature of any compensation to subjects. Include cash, gifts,
research credit, etc. Anyone who completes the survey will be offered the opportunity to receive
an incentive through their email (collected during the survey) being placed in a drawing for $100
Amazon gift cards if they complete the survey before December 1st. There will be a $100 gift
card for every 100 participants, so your chance to win will always be 1-in-100 or larger. It is
estimated that between 50 and 200 participants will complete the survey and be eligible for the
drawing. This means that you would have between a 1-in-25 or 1-in-100 chance to win one of
the survey drawing gift cards. Participants who consent to and are selected for the interviews will
be provided $25 dollar gift card incentive. Participants who consent to and are selected for the
focus groups will be provided $25 gift card incentive as well.
b) Provide a dollar amount, if applicable, and indicate method of payment. $25$100
☐ Cash
☐ Check
☐ Research Credit ☒ Other: Amazon.com gift
card
c) Explain when and how the compensation is provided to the subject. The
subjects who win the survey drawing will be sent a digital gift certificate for Amazon.com via
email. The sujects who participate in interviews and focus groups will be given a gift card in
person at the conclusion of the interview/focus-group.
d) Describe the alternative option offered to subjects if the potential subject does
not wish to participate in
the research.N/A
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15. Funding
15.1
Yes ☒No

Is there any internal or external funding (e.g., grants, contracts, gifts, etc.) ☐

15.1.1 If yes, Name of Sponsor or UNLV Grant Program
Attach a copy of the proposal and/or award document (the budget must be
included).
16. Conflict of Interest

16.1

Does a conflict of interest exist with this study?

☒ No ☐ Yes, explain:

16.2 Do you or any member of the research team have an authoritative role over the
research subjects? ☒ Yes ☐ No
16.2.1 If yes, please explain: Yes, however, I will not be directly recruiting any of the 31
students who are currently in my class as interview or focus group participants so that they do
not feel coerced or pressured in any way. It is possible that one of my current students might
complete the online survey based on seeing and responding to a recruitment flyer; however, I
will announce this to the class I am teaching and, if they would like to participate in the survey, I
will encourage them to create an anonymous email that is separate from the one they use in class
so that they can participate in the survey and incentive drawing without revealing their identity to
me. I will also remind that participation is completely voluntary and has no effect whatsoever on
their scores in my class, especially since their survey responses will be anonymous to me if they
use an outside email address that does not contain identifying information. The gift cards will be
electronically sent to the email in the survey, so the survey participants may remain anonymous.
If one of my current students consents to be part of the interviews or focus-groups, I will wait
until the close of the semester and grades are posted before I interview that student(s).
17. Signatures of Assurance
A. Investigator’s Assurance:
I certify that the information provided in this application is complete and accurate. As Principal
Investigator, I have ultimate responsibility for the conduct of this study, the ethical performance
of the project, the protection of the rights and welfare of human subjects and strict adherence to
any stipulations designated by the IRB. I agree to comply with all UNLV policies and
procedures, as well as with all applicable Federal, State and local laws regarding the protection
of human subjects in research including, but not limited to the following:
•
Performing the project by qualified personnel according to the approved protocol.
•
Not changing the approved protocol or consent form without prior IRB approval (except
in an emergency, if necessary, to safeguard the well-being of human subjects).
•
Obtaining proper informed consent from human subjects or their legally responsible
representative, using only the currently approved, stamped consent form.
•
Promptly reporting adverse events to the ORI – Human Subjects in writing according to
IRB guidelines.
•
Arranging for a co-investigator to assume direct responsibility, if the PI will be
unavailable to direct this research personally, as when on sabbatical leave or vacation.
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***FACULTY ADVISOR (IF APPLICABLE): By my signature as Principal Investigator on
this research application, I certify that the student/fellow investigator is knowledgeable about the
regulations and policies governing research with human subjects and has sufficient training and
experience to conduct this particular study in accordance with the approved protocol. In
addition:
•
I agree to act as the liaison between the IRB and the student/fellow investigator with all
written and verbal communications.
•
I agree to meet with the student/fellow investigator on a regular basis to monitor the
progress of the study.
•
I agree to be available and to personally supervise the student/fellow investigator in
solving problems, as they arise.
•
I assure that the student/fellow investigator will promptly report adverse events to the
ORI – Human Subjects according to IRB guidelines.
•
I will arrange for an alternate faculty advisor to assume responsibility if I become
unavailable, as when on sabbatical leave or vacation.
•
I assure that the student/fellow investigator will follow through with the storage and
destruction of data as outlined in the protocol.
•
By submitting this form electronically, I agree to the assurance as stated above.
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Appendix G: Descriptive Statistics from Student Surveys

Variable

N

Mean

Std.dev.
(pop.)

Median

Range

Standard
error

Mean
lower b.
(95%)

Mean
upper b.
(95%)

Missing

Missing
(%)

AGE

195

22.93

6.361

21.00

35.00

0.46

22.03

23.83

0

0.00

priorSES

195

3.87

0.775

4.00

4.00

0.06

3.76

3.98

0

0.00

SEScurrent

195

3.93

0.651

4.00

3.00

0.05

3.84

4.03

0

0.00

Plans for teaching career

195

3.84

2.171

4.00

6.00

0.16

3.53

4.14

0

0.00

I have experienced lessons
relating to acculturation.

195

3.27

1.036

3.00

4.00

0.07

3.12

3.41

0

0.00

We examine class materials
for culturally appropriate
images and themes.

194

3.49

1.029

4.00

4.00

0.07

3.35

3.64

1

0.51

I have been asked to
compare my culture with
American culture.

193

2.82

1.173

3.00

4.00

0.08

2.66

2.99

2

1.03

Professors make an effort to
get to know my family
situation and background.

195

2.39

1.150

2.00

4.00

0.08

2.23

2.55

0

0.00

Professors use mixedlanguage and mixed-cultural
pairings in group work.

192

2.67

1.263

3.00

4.00

0.09

2.49

2.85

3

1.54

Professors use student-led
discussions.

194

3.86

1.018

4.00

4.00

0.07

3.71

4.00

1

0.51

Professors use peer
assessment and/or peer
tutoring.

194

3.35

1.062

3.00

4.00

0.08

3.19

3.50

1

0.51

Professors use surveys to
find out about my classroom
preferences.

195

2.74

1.200

3.00

4.00

0.09

2.57

2.91

0

0.00

Professors ask about my
personal experiences and
include them in the course
activities.

193

2.77

1.183

3.00

4.00

0.09

2.60

2.93

2

1.03

Professors encourage me to
speak native languages with
my future students.

194

2.54

1.218

2.50

4.00

0.09

2.36

2.71

1

0.51

Professors have students
work independently,
selecting students own
learning activities.

195

2.89

1.120

3.00

4.00

0.08

2.73

3.05

0

0.00

Professors show an authentic 194
interest in my home culture
and language.

2.56

1.191

2.00

4.00

0.09

2.39

2.73

1

0.51

I am asked for input by the
professor for planning
lessons and activities for the
course.

194

2.46

1.183

2.00

4.00

0.08

2.30

2.63

1

0.51

Professors encourage
195
students to use cross-cultural

3.22

1.173

3.00

4.00

0.08

3.05

3.38

0

0.00
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comparisons when analyzing
material.
Professors provide rubrics
and progress reports to
students.

195

4.14

0.940

4.00

4.00

0.07

4.01

4.27

0

0.00

I feel cared for by my
professors.

190

3.55

1.081

4.00

4.00

0.08

3.40

3.71

5

2.56

My professors make an
effort to understand who I
am and what is important to
me.

190

3.07

1.132

3.00

4.00

0.08

2.91

3.23

5

2.56

I include encourage
discussions in my classes
that question institutional
policies.

188

2.98

1.123

3.00

4.00

0.08

2.82

3.14

7

3.59

Professors provide feedback
that recognizes individual
strengths in my abilities.

190

3.46

1.027

4.00

4.00

0.07

3.32

3.61

5

2.56

Professors have high
expectations for my
academic work.

190

4.02

0.981

4.00

4.00

0.07

3.88

4.16

5

2.56

Professors encourage
students to critically engage
with course content, their
peers, and themselves.

190

4.07

0.864

4.00

4.00

0.06

3.95

4.20

5

2.56

Professors hold students to
high expectations using
general encouragement.

190

3.91

0.953

4.00

4.00

0.07

3.77

4.05

5

2.56

Professors hold students to
high expectations using
specific and individualized
feedback.

190

3.68

1.047

4.00

4.00

0.08

3.53

3.83

5

2.56

Professors recognize the
value of cultural diversity in
choosing course
assignments.

190

3.48

1.092

4.00

4.00

0.08

3.33

3.64

5

2.56

Professors assign
competence to students
cultural wealth during class
discussion.

188

2.78

1.124

3.00

4.00

0.08

2.62

2.94

7

3.59

Professors include lessons
about educational equity.

189

3.65

1.075

4.00

4.00

0.08

3.49

3.80

6

3.08

Professors include lessons
about anti-immigrant
discrimination or bias.

190

3.01

1.317

3.00

4.00

0.10

2.82

3.20

5

2.56

Professors include lessons or 190
discussions about racism and
White privilege.

2.93

1.270

3.00

4.00

0.09

2.74

3.11

5

2.56

Professors include
lessons/discussions about
language diversity and
linguistic discrimination.

190

3.27

1.135

3.00

4.00

0.08

3.11

3.43

5

2.56

Professors supplement the
curriculum with current
events relating to my life.

190

3.17

1.147

3.00

4.00

0.08

3.00

3.33

5

2.56

RaceEthnicity as Number

195

2.36

2.314

2.00

6.00

0.17

2.04

2.69

0

0.00
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Scaled Ed Background

194

1.56

1.160

1.00

5.00

0.08

1.39

1.72

1

0.51

ScaleParentEducationalLevel 181

4.92

1.382

5.00

7.00

0.10

4.71

5.12

14

7.18

GenderCategoricalM0

0.80

0.402

1.00

1.00

0.03

0.74

0.86

1

0.51

194
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2017-19
2017-18
2016-17
2015

FUNDED GRANTS, FELLOWSHIPS, and AWARDS
Clinical Practice Fellow 2019, Association of Teacher Educators.
Nevada Department of Education, Great Teaching and Leading Fund,
Abriendo Caminos/Opening pathways for students of color into the
teaching profession, Co-PI, Funded 2 years $596,000
University of Las Vegas, Nevada, Collaborative Group Award: Abriendo
Caminos/Opening pathways for students of color into the teaching
profession
Nevada Department of Education, Great Teaching and Leading Fund,
Abriendo Caminos/Opening pathways for students of color into the
teaching profession, Co-PI, Funded 1 year $335,000
California Secondary Specialized Programs Implementation Grants,
Funded: $300,000 (3 Funded at $100,000 each), Grant writer
211

2014
2009
2008
2008
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California Career Pathways Trust Grant, Funded: $15,000,000, Co-grant
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California Prop 1D Career Tech Ed Facilities Grant, Funded: $3,000,000,
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California Career Partnership Academies Grant, Funded: $72,000, Grantwriter & administrator, Grant-writer & co-administrator
California Career Partnership Academies Grant, Funded: $243,000
Los Angeles Teaching Fellow
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